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THE LECTURE --
Are We Reviving Discredited Teaching Methods?

Mr. Pulliam warns that our eagerness for economical instruction
is forcing us back upon the lecturé (as in television and.team
teaching), which has always taught the teacher much more effectively
than the learner. ) "t

By Lloyd Pullian
The growing flood of students and its accompanying competition for the education

dollar has led educators to search for new ways to reduce educational costs. Because
it is one of the few methods that can.be used with large classes, increasing reliance

has been placed upon the lecture. It has always been the major Teaching method in our
collegas and universities, but during the past few years its use has been extended into
all levels of the educational system through team teaching and educational television.

If fiscal success is not to become educational failure, it is imperative that educators
carefully evaluate student learnings from the lecture.

To gain some perspective on its current usage, let us turn to the historical
development of the lecture system. It is useful to remember that the lecture system
evolved largely because of the scarcity of hand-copied books in medieval universities,
prior to Gutenburg's invention of moveable type in the fifteenth cenfury. The few books
in existence were usually in possession of the masters and doctors who taught in those
institutions. I+ was natural under such conditions for +he teacher who controllad the
source of knowledge to fall into the habit of lecturing to his students. These lectures
often consisted of nothing more than the doctor reading from his book while his students
took notes. The strength of this pattern of academic culture is reflected in the fact
that the Latin word legere (past participle, lectus), meaning "to read," became synonymous
with teaching. ’

As books gradually became available, the lecture was expanded to include comments on .

authors being studied, and a summary of their points of view. At a later date, the
faculty at the University of Halle used the lecture for the presentation of a changing
field of knowledge, rather than just an interpretation of accepted texts. This concept
of the lecture as a teaching method became part of the culture of American higher
education as it came more and more under the influence of German universities.

What is to be learned from this historical experience? ¥While in some fields, .
especially the natural sciences, books become obsolete almost before they are published,
the use of the lecture today may hardly be justified because of a scarcity of books.
Perhaps a more significant point is that, through the teacher-centered use of the lecture,
the medieval university relegated the student to.a secondary position. This cultural
pattern was further reinforced by German universities in their primary emphasis on
research and the advancement of knowledge, and it became a major pattern in American
universities as the German experience became the model for American graduate education.

While failure to evaluate the teaching-learning process is a weakness of our entire
educational system, there are two studies which lend valuable insights for our evaluation

" of the lecture.

One group of studies is reported by Ralph G. Nichols and Leonard A. Stevens in
their beok Are You Listening? At the University of Minnesorta, these ressarchers tested
thousands of college students and members of adult educational classes on their ability
to understand and remember what they heard in short lectures by university faculty.

7
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THE LECTURE -~ (con*inued)

As a result of these tesis, if was concluded that "immediately after the average person
has listened to someone talk, he remembers only about half of what he heard--no matter
how careful'ly he thought he had lisisned." Even more significant was the finding on a
retest after a two-month time lpgpse that "the average listener will remember only about
25 percent of what was said.” Even if learning is defined simply as, the ability to
comprehend and recall information, this study indicates that the Iecfure, as normally
used, is not very eifective as a learning method.

It is not content that is u%ually remembered from a lecture, but an "impression"
of the speaker's personality, his speaking delivery, and the at+itudes he voices about

concerns important to the listener. |f there is no clarifying interaction between
listener and lecturer, the attifudes conveyed may be distorted from those actually
intended. |If the lecture does nof move students to further activity, very little will

be remembered. Let teachers who doubt this, if they feel courageous and secure, conduct
their own experimenis, using surprise tests to evaluate retention of subject matter
from the Iecfure.

'Lecture Doesn't Change Behavior' -- Lewin

A second group of studies bearing on the use of the lecture were conducted during
World War il under the late Kurt Lewin, a prominent social psychologist. The results
of these studies have been widely reported in a number of articles, one of which is
entitled "Group Decision and Social Change." In these studies the lecturer was compared
with group discussion leading to group decision as means of inducing housewives to use
organ meats instead of commonly used cuts, and to increase consumption of both fresh
and evaporated milk.

Every effort was made to give attractive and effective lectures. The nutritive
values of these foods were stressed, as well as their low cost. The lecturer told of
her experience in using these foods with her own family, and handed out recipes. Charts
and other visual aids were used. Even the patriotism of the housewives was called into
play with the suggestion that greater use of these foods would aid the war effort. The
lectures would ccmpare favorably with those given today via educational television.

The results indicated that only 3 percent of the women who attended the lectures

served one of the meats they had never served before. |In the groups where group discussig

led to group decision, 32 percent of the housewives served the new meats. Results
increasing the use of milk were similar; 15 percent of the housewives who heard a
lecture increased family usage, while almost 45 percent of the housewives who heard a
lecture made the change after being involved in group ‘discussion and decision. |If
learning is defined as behavioral.change, the lecture, in these studies, was relatively
ineffective.

What is the difficulty with the lecture, and why does it appear to be directly
responsible for so little learning? The most obvious limitation of the lecture, as it
is commonly used, related to the fact that it is teacher-centered rather than learner-
centered. ‘Whether the situation be the college and university classroom, television
or team teaching, the choice of the lecture does not rest primarily on the needs of
students but is determined by the cultural situation of the teacher, the character
of the medium, or the organization of the class. |In these situations the lecture is
largely a teaching method, in its focus, orientation, and lack of concern, in the deepes
educational sense, with what is happening to the learner. The lecturer is occupied
with the question of "what shall | say?" rather than with "what kinds of experience

. 8




THE LECTURE -- (continued)

can | lead students into that will increise their positive learnings?" In order to
prepare his lecture notes, the teacher does much reading and studying, and therefore
acquires most of the learning.

The student does not learn desired knowledge and.skills just from listening, being’ %
told and exhorted. The student learns only as he makes knowledge, skills, and attitudes 1
of his own, in such a manner that he gains meanihg from them for his own life, and is able
to use them in a variety of contexts. His learning is accomplished through sel f-discovery
and personal experience, in a socio-cultural context, where his discoveries and exper- .
iences are interpreted and evaluated, accepted or rejected, learned or not learned. This
is an active process on the part of the learner, not something his teachers do for him. |
Emerson seems to have bean subjectively aware of some of these human processes when he

said, in his address on "The American Scholar," "Only so much do | know, as | have lived."

Individual Learns Through [nteraction

Evidence from the behavioral sciences indicates that the individual learns as he
interacts with other human beings. His teachers, many of whom are not conscious of their
teaching role, may be his parents, siblings, peers, professional people, and leaders in
the community. Even the experience which the individual acquires alone is ultimately
social in the sense that, it is evaluated against his background of socially acquired
experience. Thoreau, for esample, discovered that he could leave society behind physicall
by isolating himself at Walden Pond, but his socio-cultural experience went with him. |t
was this background which he used, because he had no other, to appraise his |ife among
nature.

Since the individual learns through social interaction, the lack of such interaction
in the lecture situation also contributes to its ineffectiveness. The lecture places the
student in an isolated, often confusing and disorganized socio-cultural situation where
the learning process has little chance to operate in a positive manner. Lewin points out
that while the individual may, physically, be part of a group listening to a lecture, he
is in a "psychologically isolated situation with himself and his own ideas." He has no
chance to test ideas as he interacts with members of the group, nor does the teacher
who is lecturing become aware of misconceptions and prejudices which he might then try
to correct.

Moreover, all experience does not result in positive learning conductive to normal
development of the individual as a functioning member of society. The increase in number
of delinquents indicates that scme individuals acquire negative learnings harmful to
themselves and to society.

Learning May Be Miseducative

' Learning experience may also be negative and miseducative in the sense that it is
incomplete. Whitehead has defined education as "the art of the utilization of knowledge."
'He explains that "the applications are part of the knowledge, for the very meaning of the
 things kncwn is wrapped up in their relationships beyond themselves. Thus, unapplied
knowledge is knowledge shorn of its meaning." |+ is evident, from Yhitehead's explanation
- that the mere acquisition of knowledge is only part of the learning process. The learner

" may, for example, acquira knowladgs about biology, literature, or any other field, with-
out any knowledge or understanding of its application. This is the charactier, unfortunate
- of much that is called learning in the American educational system. The student acquires
knowledge about 2 subject long enough to pass a test and get a desirable course grade, thef

9
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THE LECTURE -- (continued)

promptly forgets it.
Most lectures are confined to giving information, without its accompanying applicatio

Where this is the case the lecture is an incomplete learning experience which leads to

verbalism rather than meaningful learning. Moreover, the inflexibility of the lecture l

:

limits its effectiveness when it is used with a glass that has a wide range of interests
ard abilities. |If the lecture is aimed at the median ability group, students of low
ability may not understand what is said, while those of high ability may become bored
because they are not challenged. While the lecturer is easily aware of the highly
interested students who are following every word, and the ones who are dozing, there

is a large group between these two extremes whose response he is unable to evaluate until
he reads their examination papers.

It is common practice for the lecture system to be organized around a 'master
teacher' whose major task is to give lectures to large groups. In colleges and univer-
sities, quizzes and discussions are often organized in small groups under the direction
of student assistants, or, at the high school level, under the guidance of other
classroom teachers. With this Tibe of educational organization, there is no interaction
between lecturer and students to clarify subject matter and attitudes or give the
lecturer the feedback of student response which he needs to evaluate the effectiveness
of his lectures. Most of the student learning in these situations occurs in the smaller
groups, under the guidance of teachers who are usually less competent than the lecturer.
For a variety of reasons, these teachers may not be able to interpret the lecturer's
remarks satisfactorily. Where this is the case, it is the entering point for student
confusion and negative learnings.

One of the arguments most often used in favor of lecturing to large classes,
especially through team teaching or educational television, is that in this way
influence of master teachers may be extended to a greater number of students. Recent
communications research by sociologists, however, indicates that the success or failure
of a master teacher lecturing to a large group (defining success as maximum positive
student learning) is largely determined by the personal influence of students' primary-
group leaders, who may either reinforce or negate the master teacher's efforts. If this
be true, in those cases where the master teacher makes no effort to work effectively
with student primary-group leaders, the influence of the master teacher may actually
be diminished rather than extended.

PREVIQUS discussion has attempted to delineate the reasons why the lecture, as
commonly used, is so often ineffective. But it may be a-valuable part of the learning
process if it is used properly. The effective use of the lecture relates to the self-
education of the student. |t begins with a student-centered orientation and emphasis
on the part of the teacher. It will derive its value largely from what happens to the
student- after the lecture is over. |If it does not stimulate a student into activity,
it will largely fail as a learning method. This kind of outcome does not usually
follow unless it is structured into the lecture itself.

Lectures may be designed to inspire new thoughts and action, to lead directly into
new experience such as readings, a laboratory experiment to test ideas, field work to
lend concretenass to verbalized theory, a thought-provoking and testing discussion, and
so on. In the majority >f cases, the lecturer should ask for student activity to
follow his remarks, suggesting specific reading references and other work that will
support, clarify, and make application of the ideas discussed in the lecture.

10
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THE LECTURE -- (continued)

In addition to being designed for action by the student, the lecture is most effec-
tive when used in conjunction with other methods and is confined to a group of not more
than thirty students. A class of this size enables the lecturer to shift to other
methods with relative ease, using discussion, audio-visual aids, demonstrations, and
other methods to clarify subject matter and attitudes that may otherwise be distorted 1f
the lecture is used alone. Supplementing the lecture with other methods also gives
it the flexibility neesded to work effectively with the wide range of ability and
Interests found in most classes. °

It is realized that lack of funds in some educational institutions witl not
permit any choice other than the organization of some large classes. However, if the
mass education is not carefully organized to obtain the maximum learning possible,

Its cost will be largely wasted. Since most of the learning in these situations will
not come directly from the television or large class lectures but from student
activities individually and in the smaller groups, the major focus should be on the .
latter. To support this approach, it is useful to conceive of the efforts of the
small-group teachers and student primary-group leaders as an extension of the work

of the master teacher.

| f educational experience is organized in this way, the mejor role of the master
teacher, instead of being largely focused on the presentation of lectures, would
be that of the coordinator of a staff of associate teachers, the demonstration of
effective teaching practices, and the suggestion of learning activites and resources.
This does not eliminate the master teacher's lectures, but rather changes the emphasis
of his role to stimulate, support, coordinate, and provide leadership for the
activities of the smaller groups. |If the experience of large classes Is not
organized and integrated in this way, it cannot be expected that there will be the
continuity of teaching and the undersending and effort on the part of the student
that results in mzximum positive learning.

-

Mr. Pulliam, formerlf chairman of the Department of Education at
Knox College, is now engaged in research on learming theory at the
University of Oregon, Eugene -- (1963)




An Instructional Management Strategy
for Individualized Learning

o

)

A frequent goal of the administrator is to integrate the essehtial
components of instruction - the teacher, the learner, and that which is
to be learned. The problem of integrating these components for the
purpose of individualizipg instruction is the central concern of this
paper.

An instructional management strategy developed at Valley High Schoo],
Las Vegas, Nevada, is potentially effective for any school whose staff is
attempting to individualize instruction, regardless of the type of schedule
being used. To be genuinely effective in the school for which it was
designed, however, the strategy was developed within the context of the
four phases of instruction which have been advocated by innovators such as
Bush, Allen, and Trump. These phases include large-group instruction,
small -group instruction, laboratory instruction, and independent study.

Educators should cease to be concerned primarily with the technical
problems of team teaching and flexible scheduling. Rather, they should
get to the heart of the matter - the opportunities to individualize
instruction provided by these innovations. The reader may or may not
feel that the technical problems of team teaching and flexible scheduling

have-been solved; yet progress has certainly been made toward their solution.

Agreement can be reached, however, that the problems of individualizing
instruction have not been solved.

One key to providing for individualized instruction is the prepara-
tion of individualized learning units or packages. Such learning packages
are the major elements of the instructional management strategy proposed
here, and will be discussed following presentation of the strategy.

9
“w

Assumptions

If a strategy for individualizing instruction is to be effective,
it should begin with the currently existing program as perceived by
teachers and pupils. In devising the strategy used at Valley High
School, several assumptions were made concerning the perceptions of
teachers and pupils, and concerning the schedule.

The first assumption, that the pupil's responsibility is to learn
and the teacher's responsibility is to make available to the pupil that

which is to be learned, places responsibility for the teaching-learaing.

process where it be]ongs The teacher does not cover course, but
rather uncovers it; he does not need to cover - or talk about - everythlng
that is to be 1earned by the pupil.




+
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A second assumption concerns the individualtiy of the pupii. The
subject matter of a course must be appropriate to the learner with
reference-to 1) the pace of instruction, 2) the Tevel of difficulty of
the ipstructional material, 3) the relevance of the instructional material
to reality as percejved by the pupil, 4) the pupil's level of interest, .and
5) the individual learning style of the pupil. ° . :

Both the common®and the individualized experiences of the pupil
result from a third assumption which is related to the schedule: The
size of -a group, the composition of a group, and the time allotted to a
group 'should be appropriate to the purposes of the group. The common
experiences which every pupil in a given coursa should have are primarily
in a function of large-group instruction. Pupil-centered discussion of
large-group presentations may occur in scheduled small-group instructicn.
Individualized, self-paced, quantity- and quality-monitored. 1earning

+ (that is;.the use of learning packages with-built-in self-correcting
mechanisms ). may occur in the laboratory phase of the course. In addition,
the laboratory phase should include opportunities for student interaction
and sshould provide directly for the independent study phase of the
individualized instructional program.

t 4

Voo : [A’fourth assumption of the instructional management strategy is
e tk@tqbé?ore truly individualized instruction can become a reality,
.. ~Jearning packages are needed which will provide for self-paced rather
s .§ham5§rggpjpaced instruction.

d .”" G '::‘“ 7
-"* The.Strategy

I

" "The instructional management stragegy is based on, but does not
adhere strictly to , the principles of Program Evaluation and Review
Techniques (PERT). In a PERT network diagram, an activity is a time-
consuming element of a ‘project which is represented to a network as a"
line between two events. - '

3 Activity 4

, Event Event

An event is a specific, definable acccmplishment in -the project plan,
which is recognizable as a particular point in time when activities
start and/or finish. An activity cannot be started until the event
preceding it has been accomnlished. A succeeding event cannot be ac-
complished until all activities preceding it are complete.

13
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The strategy.is presented as a network diagram in Figure 1, p. 262.
The network is designed to show a sequence in which the pupil will attain
an adequate background so that he is able to perceive problems and ask
questions. The result of his questioning will be internal generation of
a problematic confrontation. Through study and research the pupil will

.achieve resolution of the prob]em which he chose for investigation. Thus

the sequence in the'network is from ach1evement of background to problem

"‘confrontat1on to prob]em resolution.

‘., ¢ "

Change appears in all facets of our society. To facilitate

effective and efficient educational change it is imperative

that the leaders in our schools assist their teaching staffs
1) to perceive accurately the direction of the change, and

2) to conceptualize a means for obtaining this change.

Hr. Kapfer has developed an instructional management strategy
to assist the teachers at Valley High School in doing these
two things.. The strategy coordinates the direction being
taken by the changes at Vailey High School with a means of
obtaining the change. dhat is, through the development of

- learning packages, the strategy assists the teacher in
structuring a program that will allow.each pupil to learn at -
the pace and depth best suited to .his ab111t1es -

Al

) ---James E. Smith, former principal,

Valley High School
Las Vegas, Nevada

Recycling, for some pupils and for some instructional objectives,

may occur at.various stages as indicated by arrows in the network. Thus,
although the instructional management strategy may be thought of as a
design for concept attainment through discovery or problem solving, it

is not restricted to this interpretation. °In the discovery interpretation
of the strategy, the pupil might not be given a statement of the concept
under study; rather, he would discover it for himself. In the presentation
interpretation, a statement of the concept may be given to the pupil at
the beginning of the learning package. In either case, the activities and
events o]]ow1ng Event 3 (see Figure 1) represent an inquiry approach.
The activities surrounding Events 4 and 5, those involving minor and major
quest, give the pupil the opportunity to become a researcher, and in the
process of resolving problems the pupil learns information-seeking tech-
niques. When the decision is made to proceed to a sequential learning
package, options similar to those just outlined are available to the pupil.

Preparing Learning Package

Learning packages usually include the following eight ingredients
for 1nd1v1dua11z1ng instruction.

1. Concepts are descriptions wh1ch .organize the world of objects,
events, processes, structures, or qualities into a smaller number of
categories. 14
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2. Instructional objectives tell the pupil what he will have to be
able to do when he is evaluated, the importart conditions under which he
will have to perform, and the lower 1imit or quality of performance
expected of him.

<

!

3. Multi-dimensional learning materials of varying difficulty are |

cited from commercial sources, whenever possible, and include a variety |

of media which require use of as many different senses as possible. j
4. Diversified learning activities provide alternative approaches

for achieving tne instructional objectives, and incluxe such activities

as large group and small group instruction, field trips, model building,

drama productions, games, laboratory experiments, role playing, pupil-

teacher conferences, reflective thinking, and the like.

5. Pre-evaluation is designed to assess the extent to which the -
pupil has already achieved the instructional objectives as a result of
his earlier learning experiences. Pre-evaluation enables the pupil to
invest his time wisely in areas in which he is weak.

6. Self-evaluation is designed to assist the pupil in determining
his own progress toward achieving the instructional objectives. Self-
evaluation, the results of which indicate the pupil's readiness for
post-evaluation, occurs after the pupil has used the multi-dimensional
learning materials and participated in diversified learning activitie§.

7. Post-evaluation is designed to assess the extent to which the
pupil has achieved the instructional objectives as a result of his
learning experiences. .

3 Quest includes problem confrontation, delimitation, research,
and redolution. Quest is a pupil-initiated and self-directed learning
activity. :

Integration of the above eight curricular elements in the form of
learning packages can serve as an important advancement in providing
for self-paced learning through individualized instruction. An experi-
mental course, Human Relations - an Interdisciplinary Study, which is
currently under way at Valley High School, is based on the instructional
management strategy. One of the learning packages developed for the
course is reproduced below in the form in which it is available to students.
Only the pre- and post-tests have been omitted here due to space limitations.

* -

LEARNING PACKAGE TOPIC: STEREOTYPING
I. CONCEIT STATEMENT

Stereotyping is a learned behavior which results in loss of individu-
ality for members of a stereotyped group or institution.




I1.

INSTRUCTIONAL OBJECTIVES {

A.

From his own experiences, the student will be able to define the
term “"stereotype" and give at least five examples of stereotyping.

He will be able to explain how such thinking restricts his effective-
ness in human relationships.

‘Given six general headings and related terms, the student will write

the response which he freely associates with each term. By looking
at himself or at someone he knows, he then will be able to explain B
the degree of validity of his free association responses. '

1. Physical appearance

a. red hair ,
b. blonde

€. blue-eyed

d. fat ’

e. tall and dark

2. Geographical location
Southerners

Las Vegas

New Englanders
San Franciscoans
. Westerners

oo 0O oo

3. Occupation

a. Doctors

b.. Lawyers

c. Truck Drivers

d. Musicians

e. School Teachers
4. Age

a, teen-agers

b. over 30 .

c. over 65

d. 01d Shep

e. kindergarten

5. Socioeconomic level

a. hicks

b. snobs -
c. happy

d. unhappy

6. Racial, religious, and ethnic groups
a. Pollacks
b. Mormons
c.” Irish
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III. LEARNING MATERIALS ANb ACTIVITIES*
A. Scan - current news media.

B. View - "Common Falacies About Group Difference.' " 15-minute
16 mm film. McGraw-Hill.

C. View - "High Nall," 32-minute 16 mm film, McGraw-Hill.

D. View - "None So Blind," color filmstrip with sound, Anti-
Defamation League of B'nai B'rith.

E. Read - Robert P. Beilbroner, "Don't Let S ereotypes Warp Your
Judgement," Anti-Defamation League of B'nai B'rith (pamphlet).

F. Read - Raymond-W. Mack and Troy S. Duster, "Patterns of Minority
Relations," Anti-Defamaticn League of B'nai B'rith (pamphlet).

G. Read - Earl Raab and Seymour Lipset, "Prejudice and Socieyt,"”
Anti-Defamation League of B'nai B'rith (pamphlet).

H Read - William Van Til, "Prejudiced - How Do People Get That
‘Way?" . Anti-Defamation League of B'nai B'rith (pamphlet).

I. Read - Howard J. Ebrlich (ed.), Theory Into Practice, special
edition, available from Anti-Defamation League of 2'nai B'rith.

J. Read - William Peters, "Why Did They Do It," Good Housekeening,
June, 1962.

K. Read - G. M. Morant, The Significance of Racna] D1fferences
Paris, France: UNESCO 1958, 47 pp.

L. Read - Arnold Rose, The Roots of Prejudice. Paris, France:
UNESCO, 1958, 35 pp.

M. ﬁéad - David Westheiner, My Sweet Charlie. Garden City, N.Y.:
Doubleday, 1963, 366 pp.

IV . SELF-TEST

A. Define “"sterotype" and give at least five examples of stereotyping.

Explain how the thinking represented in each of your examples re-
- stricts one's effectiveness in human relations.

XThe studetn selects from the suggested learning materials and activities
those which he needs in order to achieve the instructional objectives. _
He is neither restricted in these suggesticns nor expected to use all of
them. -
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B. List your free response to each of the following areas. Teacher,
teen-ager, parent, Mexican, truck driver, farmer, fat, red. Are
your responses accurate? Explain.

V.  SELF-TEST KEY .

Answers on the self-test will vary. After checking your performance
with the objectives and discussing your answers with other students,
if you still are in doubt about acceptability you should discuss the
answers with one of your instructors.

VI. QUEST SUGGkSTION

Select a common stereotype and describe the process of generalization
by which this stereotype might have developed. Can you find any
evidence to support or refute your description?

+

Summar

The 1nstrucf1ona1 management strategy is designed to assist teachers

in ‘establishing stepw1se procedures for achieving individualized instruction.

The important elements in the Strategy are learning packages designed for
use by individual pupils. Identification of the important concepts and
.instructional objectives which are to be taught by means of these packages
‘will permit the establishment of hierarchical schemes around which ‘the
curriculum may be organized, K-12 and even h1gher The packages may take
many forms, but a common characteristic of each is the provision for
se]f—pacing As a result, the pupil is enabled to progress at his own best
rate, thus avoiding the familiar difficulties of group-paced instruction.

18
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INTRODUCTION

In recent years the place of small group discussion in the

«

instructional program of our schools has come under considerable

-

investigation. There are several reasons for this inquiry, as

will be explained later in this paper. While the discussions
method has Qeen part of the feservior of teaching techniques used by
skillful teachers.in the‘past, the present emphasis places small-
group discussion in a new framework."Cunrently, we consider the
small discussion group to be characterized by the following:

1. It is a face to face meeting of three to fifteen.persons.

2. The small-group meeting is part of the planned total
educational experience of the student. As such, small group
discussions directly related to other experiences provided
in the educational program for the student.

3. The discussion group is student or group centered. While
. the teacher is part of the group, he does not play the dominant
role. The students learn from one another. They relate
their own experiences, knowledge and understanding to the IR
topic. . ) ¢ '
4. The group exists for two primary purposes. First, to provide
the students with an opportunity to develop better insight,
understanding and concepts of the subject matter under
consideration. The small group is used as a laboratory to test
ideas, receive reinformcement and to discuss areas for further
inquiry.  Secondly, the small group exists .for the purpose
of helping youngsters learn more about their place in a group,
how to work with others in solving problems, and how to share their
ideas. In short, .small-group discussion is both subject and pro-
cess oriented. T

Because of the recent interest in the role of small-group discussion

in the educational process and because of the difficulties confronted
by teachers using the method, this paper has been developed. The
writer has an opportunity to work in a school where sma]l—group discus-’

sion was part of the program. He has also-had an opportunity to visit

e~ 22 ,
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As a result of the experiences,

schools employing seminar techniques.
more questions than answers have come to mind. In this paper, an

effort has been made to.answer some of the questions which seem to be
In the

most pressing to those interested in small-group discussions.
following pages ther writer attempts, through an investigation of relating

literature.in the field, to answer the following questions:

1. What is small-group discussion?

2.
3.

7/

Why have small-group discussion?

How should small-groups be organized?
How can the small discussion group function more effectively?




I. WHAT IS SMALL-GROUP DISCUSSION?

John W. Keltner defines group discussion as a method or making
democracy work. He states that it is primarily problem-solving by two
or more people talking and thinking together in a group where they
work face to face with each other. Keltner goes on to list ten factors
leading to good discussion: |

"1. Good group discussion is a common experience shared by
everyone.

2. It is primarily a problem-solving experience.

3. It requires that members be informed.

4. It requires that we share our information with others.

5. It requires ‘an objective attitude by members toward the
problem, the information, his colleagues, and himself.

6. It requires reflective thinking.

7. It requires good leadership.

8. It requires good listening.

9. It requires good speaking.

10. It depends upon individual contributions."]

Group discussion as we refer to it in this paper has two major
purposes. First, *it helps the student to understand and stimulat ideas,'
concepts and princdiples. In this regard it is subject oriented. A’
concept in social studies ﬁay be better understood as a result of a
student's partTcipatioﬁ in group discussion. In addition, the seminar
may well serve as a launching pad for further inquir& by the student on
his own.

The second purpose of group discussion is prscess oriented. The
student Tearns how to become a part of a group. He learns how to work
with others. He learns how to listen. He learns tﬁe process whereby

?

nproblems are solved through group interaction.

Tkeltner, Jdohn W., Group Discussion Processes
Hew York: Longmans, Green and Co., 1957 pp. 4-11.




Small-group discussion, as used in this paper, refers to groups
of students meeting on a regular basis with three to fifteen people in-
volved. It i; also assted that.thé small group sessions are part of the
total plan of instruction. By this, we mean the seminar group s a
fragment of a larger instructional éroup and is related to the student's

independent or individual study as well.

’




IT. WHY HAVE SMALL-GROUP DISCUSSION

It would appear that there are two‘major reasons for the cur-
rent emphasis on student participation in small-group discussion.
The first of these reasons is to help the studenf better prepare
himself for life in contemporary society. Iﬁ our present cu]turé,
small-group discuésions are extremely important. This is an ;ée of
communication, It is assumed that much of the‘problem solving, be-
havioral and attitude changes necessary to improve our society can
better be done through g}oup process than on an iﬁdividua] basis.‘
SecondJyf’gFoﬁp discussion i§ an educational experience that aids
the student in learning. Let us examine each of these reasons
separately.

. A. The Place of Discussion in Qur Society

Historians are fond .of coining phrases designed to capture the
‘ essence of the times with which they are dealing, The Age of
Reason, the Age of Alchemy, The Atomic Age, The Space Age -- these
are but a few egamples of their efforts. -Soon a historian will
probably classify our present day as the Age of Communicatians, %or
surely ours is a time whgn'people, perhaps more than ever’ before

in history, are engaging in talk with their fellow man. fn'this
,c;untry, discussion among people is a mpst important par} of making
dec{sions, forming bo]icies and deve]opiné cooperation.“ To anyone

famiJiar with'modern business and industry, for example, it hardly

seems necessary to point out the amazing amounts of time that are spent

on meetings.




Is the group diséussion method the best way to conduct so many
of our affairs? No doubt there is a strong consensus of opinion
that the graup method is the best. Business hen and others, for
examp]e,'have come to consider the conference the best means for -
seeing that the managerial work of the world gets carried on.

Billions of dollars rest on the asshmption that group discussions

are in some sense better than individual decisions. Is ‘this, however,

a fair assumption? Are groups more effeétive”than the individua]l
in such areas as changing attftudes and behavior or in such fields
as prob]emﬂso]ving?

The question of the impact of the group on individuals has came
into study within the past decade. This is uEua]]y referred to as
"small group analysis" or "group dynamics" and it has mostly been
dominated By social psychologi;ts. Research on the effects of the
group in changing individual attitudes and behavior has given rise
to three interrelated genera[izations: "that ke group change is
easier to bring about than ig change of individuals séparate]y;qtﬁat
its effects are more permanent; and that it is more likely to be

1

accepted if the individual participated in the decision."’ If the

research. is valid, then the effect of the groud\on individua]

behavior and attitudes is profound. Studies can be found supporting
the above generalizations. However, Olmstead points out that it's )
too early to draw firm conclusions as to why these changes take place.
The importance of groups on individual behavior and attitudes cannot

be denied and deserves continued attention and research.

.

]Olmstead, Michael S. The Small Group, New York; Random House, 1959,
pp. 69-74. )
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What do the studies tell us about group problem solving? While
‘ research has been limited, the investigators tell us this: ‘

"In many simple tasks, tasks largely of the puzzle of reasoning
variety, groups are superior to individuals. Groups give more
correct solutions, they have better learning and recall, they
_make fewer errors and they detect them more quickly. Thus in
cool, impersonal laboratory problems wherein the checking of
< logical error is important, groups do better than individuals."1

- B. Discussion as an Aid to Student Learning

i It has already been pointed out that the small group aids stu-

dent 1earning~two ways. First, it helps the pupil to better under-
stand subject matger, concepts, ideas and principles. Secondly,
-group d%scussion aids students in personal relations. Perhaps the
greatest stir in the investigation of the place of the seminar ap-
proach has come as a result of the writings of Dr. Lloyd Trump. Dr.
' Trump served as the Director of the National Associatiﬁn of Secondary
‘ | School Pr}ncipals Commission on the Experimental Study of the Utili-
zation.of the Staff in fhe Secondary Schéo]. As a result of tHe Com-
mission's five—yéar study, several reports were widely distributed.2
Subsequently, hundreds of schools throughout the nation‘have adopted
* patterns of curricuium organization and instruction outlined in
these publications. One of the main idea; presented in these writings
was the importance of small discussion groups. DOr. Tramp states the
“following four purposes of small-group classes:
".-Provide opportunities for teachers to measure indibidua]

student's growth and development and try a variety of teaching
techniques which will be suited to the student's needs.

£

1 Olmstead, sp. ut. p. 85

2 See bibliography entries number 14, 15, 16




--0ffer the thereapy of the group process, whereby students

are induced to examine previously held concepts and ideas
. ~and to alter rigid, sometimes m1staken, approaches to issues
and people. Students will learn, in other words, how to be-
come a better group member.

--Permit a1l of the students to discover the significance of 4
the subject matter involved and to discuss its potential uses,

rather than just to receive it passively and return it in

tests, as happens too often in today's classroom.

--Providé students with opportunities to know their teachers,
on a personal, individual basis."1

Another influential authority in th e field of group process is

Herbert Thelen. In his recent book, Education and the Human Quest,2

Dr. Thelen points out the impoftance of small group work in our
schools. Among other things he sees group investigation as a means
of motivating students.
"__there are a lot of things students do not, presently, have
a need to know. The unique function of group investigation is
to stimulate new needs for education... The heart of the
‘ method of -group investigation is to arrange things in such a
T way that the students have the experience of creating a group
dedicated to the futherence of inquiry 1n the appropriate
domain of knowledge."
The]en goes a step further and adds another dimension to learn-
ing which he calls reflective action.? In this process, students
apply what has been learned in all areas of the instructional program

into real life action. The point is, as has been stated earlier, the

1 Trump, J. Loyd, Focus on Change, Guide to Better Schools., Chicago:
Rand McNally Co., 1961, pp. 24—5.

2 Thelen, Herbert A. Education and the Human Quest., New York: Harper
Brothers, 1960, p. 224.°

3 Theten, op. cit. pp. 146-7

4 See Thelen, op. cit. Chapter 9, pp. 166-180.




small-group discussion, the activities of the larger group, inde-
pendent study and perhaps reflective action are all part of a total
planned educational design. Certain activities are planned for each
of these areas of student experience.

Other authorities have pointed out advantages of small-group
discussion. In answering the questions what are the effects of
groups on the individual in the school environment, Barlund and
Bainman maKe the point:

"In educational groups, participation in discussion not only

seems to increase the student's interest and learning but 1

also enables him to assjmilate the material more throughly.”

Research points that small groups also permit the student to
better express his own ideas and to hear from others. Carterz,
found that in the small group each individual has sufficient lat-
itudes or space in which to behave and thus the basic abilities and
ideas, since the amount of freedom in the situation is not sufficient
to accommodate all of the group members.

To summarize our discussion of why we have small-group discus-
sions, the following major points have been presented:

1. We live in an age of communication.

2. Small group procedures are used in our socieyt to help
people change attitudes and behavior, solve problems and
better understand one another.

3. Small group discussions serve as an aid to students in

better understanding subject matter, concepts, principles
and ideas.

1 éarn]und, Dean C. and Haiman, Franklin S., The Dynamics of Discussion
Boston: Houghton Mifflin Co., 1969, p. 7.

2 Carter, L.F., "The Relations of Categorization and Ratings in
Observation of Group Behavior," Human Relations, April 1951,
pp. 239-254. .o




4. Small group discussions serve as an motivational force for |

students, |
. 5. Small groups discussions help students to learn how to work |
. with one another and how to work as a member of a group.

4
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I11. HOW SHbULD SMALL GROUPS BE ORGANIZED

e

In this section we shall attempt to briefly answer questions
regarding the composition of the group, the size of the group and
the~physica1 environment needed for good group discussion.

A. How Should Small Groups be Composed

This is a most difficult questibn'to answer because at present
we seem to know very little about how to compose groups for instruction-
al purposes. This is unfortunate because according ‘to Thelen, "there
is a growing belief that the composition of the group may be at least
as important as the method of the teacher in determining the quality
of the educational product."1

‘Perhaps we can begin by saying that as we become more skilled
in small group discussion techniques, research will develop that
will be of assistance to us forming groups for discussion purposes
Until then we should provide for as much flexibility as possible.
By this we mean that it should be possible to move persons from
group to'group as the need become apparent.

There afe a few things we do know about the composition of
groups that should be mentioned. First, the composition of the
group should be appropriate to this purpose.‘ For this reason
group membership may change from'time to time. Secondly, groups
should be able to find common causes readily. Third, therg shouid be
a cross section of representaives abi]itiei and knowledge on the part

of the students. There may be some exceptions to this, particularly

at the extreme levels. This is only an opinion of the writer and

1

Thelen, op. cit. p. 131
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cannot be backed up by research. Fourth, and we credit Dr. Thelen
for this, “the group should be able to get into temperamental con-
flicts. The members should react differently to the same reality
stimulus; there should be the possibility of c]ashes.“]

Finally, gfoups should be composed in such a manner as to provide
combinations of students whose psyche needs help rather than hinder

possibilities of learning. In some cases this may mean the separation

of friends while in other cases it may mean putting them together. . )

B. What should be the Size of the Small Group

A considerable amount of research has taken place concerning the
optimum size of problem solving groups. We do not intend to devote

.much discussion to these stydies since most of the research points
out that discussion groups seem to function best when the number
ranges between three and sixteen. These 1imits have no magic about
them and of course time, place and purpose have a great deal to do
with the number of people that can work together efféctively. Both
Thelen and Trump agree that in most cases the school discussion group
should not exceed fifteen students.

Elizabeth Belford, co-chairman of the humanities division at
Ridgewbod High School, a school that utilizes small-group discussion
in most of‘its,courses, believes that when the size of the §roup
becomes less than eight the group loses its effectfveness. The writer
has worked with teachers who had discussion groups ranging in size

from six to seventeen pupils. The consensus of opinion of these

1 Thelen, op. cit. p. 134
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cases the group will hot be fewer than eight students or more than

13

teachers was that twelve students was the idea| number.

. To summarize, we can- say that group size is largely dependent

on the purpose of the group and on teacher preference. In most

fifteen.

C. What Considerations should be Made for the Physical Environ-

ment for Small-Group Discussions?

! For comprehensive discussion of some of these schools see "Profile

Most of us are familiar with the physical arrangements needed
for effective discussion. With the new emphasis on small clzsses,
schools are being constructed which provide areas épecjfica]]y dei_
signed for this tyge of activity.1 Older schools being remodeled to
meet changing needs of the«cu}riculum are dividing existing c]assroom;
with folding partitions. When constructing seminar .rooms, Trump sug-
gests that they can be of a variety of shapes -- rectangular, square,
five or six sided, and, usually measure 200 to 250 square feet.2
Furniture for these discussion rooms normally consists of chairs and
tables arranged in a circle. Recently, school equipment companies
have begun to manufacture chair-desks designed to groups for discus-
sion sessions.

In seating students for discussion, it is important to arrange
the room in such a way that all members of the group can have eye
contact with one another, are close enough to hear all that is said
and *feel" as if they are part of the group. Keltner outlines the

following forms of seating that have been used in discussion groups:

of Significan Schools" Series of Educational Fac111t1es Labor-
atories., 477 Madison Ave., New York, 22, N.Y.

2 Trump, op. cit., p. 39.
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"1. The.Circle and semicircle are the most desirable.
2. The square is almost equally desirable.

3. The rectangle is less desirable because of the tendency to
, line people up on either side of the table and create long
distance from head to foot.

4, The T formation is a popular form in many business houses,
but it often creates a kind of status of power centered at
the middle of the T. At the same time, it made it diffi-
cult for the man of the outside corner of the T to-see and
hear those cornerw1se across the table.

5. The t r1an91e is usually a very good arrangement."]

1 Neltner, op. cit., p; 123

14




IV. HOW CAN THE SMALL DISCUSSION GROUP
FUNCTION MORE EFFECTIVELY

This is the question most frequently asked by educators interested .in
small-group discussion. Teachers employing the seminar approach have dis-
covered extreme difficulties in conducting meaningful discussions. The
following quote is typical of the reaction of many people studying the staff
utilization proposals: .

"Where the program falls down is in the seminar. Hardly a handful

of teachers really know how to use them properly. Most teachers -

approach seminars as classes with fewer pupils. They work with

them exactly the same way they would work with classes of 25 or 30

students."1 ‘ '

Dr. Trump points out in the report of the Staff Utilization Commission
that teachers had difficulty with small groups. For éxamp]e, he notes ob-
servations 6f teachers who sometimes remained standing by a portable ‘
blackboard giv%ng directions, asking questions, and writing answers during
much of the period. As many as one-half of the students in several observed
instances never contributed an idea dqring the entire period even though
there were only ten’to fifteen of them in the grbup. Most of the time was
spent by the teacher in asking questions each answered by one student Qith-
out discussion among pupi]s.2 '

How can we help teachers overcome these difficulties? First, we must
Took at small group discussion in a different 1ight than most of us have ih
the past. As has already been suggested, the small group has an identity ,

all its own --- it has a special purpose. Seminars are designed to allow

students to do things they cannot do in an ordinary classroom.

1. "Why Seminars Don't Work," Schoe}‘Management, June, 1962, p. 552.

é. Trump, op, cit., p. 25.
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Secondly, sthdents need assistance in understanding the purposé(of
‘ . small group discussion an& his place in. it. The purposes oi.tlined in
. section two of this paper should be known by students as well as teachers.

Third, students need assistance in identifying themse]?és to the
group. Identification is a feeling of inner warmth that tells the student '
he has security in the group and that his ideas and words will have meaning
in the group. Group identification is an important key to su;cessfu] seminar
wonk. It is the cohesiveness that holds the group together aqd he]ps'mem-
bers work well together.

Fourth, whi]e identificat}on may be important, it capnot exist unless \
the teacher establishes a rapport with the group. A free atmosphere is
structured in such a way as to permit give and take among students and be-
tween students and teachers.

Finally, the group needs to evaluate itself from time to time. This
will hé]p students move along in thg%r understanding of discussion and sub-  ~
ject matte}. ‘

“In order to brovide the criteria suggested above, a new role on the
part of the.teacher is called for. It is a role more concerned with learn-
ing and less concerned with teaching. This new role has been most difficult
for teachers to achieve. The seminar will not work effectively however
unless teachers are willing to make the adjustment. This point is made in
rather strong terms by Thelen.

"It is unfortunately all too clear that to get group investigation

in classrooms will require two revolutions in practice. The first

is the shift from the idea of "subjects" as collections of pre-

digested organizations of information; and the second is the shift

from governance of the classroom by teacher edict to governance

by decisions developed from, or at least validated by, the exper-

jence of the group--within boundaries and in re]ition to phenomena
identified by the teacher as objects for study."

1 Thelen, op. cit., p. 148.




Let us now turn our attention to the specific roles of persons res-
rd
ponsible for helping the group to function more effectively. We shall
begin with a study of the role of the teacher.

A. The Role of the Teacher

The first responsibility of the teacher is to see that the discussion
is related to the other parts of the instructional program. Through the .
information presented in the larger learning group and through the know-
ledge by combining it with student intqresé,‘specia]\talents and insight.
The seminar is not a rehash of what students already have learned, it is
applied knowledge, exp]or%ng different approaches, discovering differehces
of cpinions and turning up further areas for inquiry. |

éecond]y, the teacher has to be adequately prepared for the discus-
sion period. A teacher has a Tot to say as to what will go on in the dis-
cussion session itself, but he usually has his say prior to the seminar, not
during it. This is achieved largely through work with student learders.
This point will be discussed in the next section.

Next, the teacher has the-role of expeditor, of one who sees to it
that things are constantly moving, again, ghis requires:iqdividua]
teacher preparation as well as working with student leadership.

Fourth, the teacher is a resource person. As pointed out by Edward
Grodsky of Ridgewood High School, ihe students look up to the teacher
when they hit a spot where they cannot gather' information themselves.
This is where the teacher plays an important part in the seminar itself.

The fifth ro]é of the teacher is to werk with the student recorder,
observer and particularly the student leader. The teacher helps the group

leader in organization of his material and in understanding discussion

techniques.

. 38
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Finally, as stated earlier, the teacher has the responsibility to
help students understqnd the group process and the place pf the indivi-
dual in th? group. This will ussist the teacher in establishing a proper |
climate for true discussion. }
The teacher's role in such a forum is a difficult one. The teacher's 1
work is mainly béhind the scenes. He must help the student leader plan

successfully. He must direct the discussion without becoming involved.

" This may mean asked a question when the group wanders from the topic or

»
suggesting a point that has not been mentioned. The teacher must be

available to present new information, or to correct false facts, but he
must wait until students have had an opportunity to supply the needed
information themselves. In other words, in a properly operating seminar
the teacher must “"teach" without teaching; must lead withoyt leading;
1

must, control without controlling. Truly it is not an easy occupation."

B. The Role of the Group Leader

1 4

The role of the group leader is often the role of the teacher.
The teacher is the leader of the group, at least in the ear]]'stages of
its existence. As the members become more skilled in the group process,
students will gradually take over the leadership role. Many factors will
determine when this shift will take place. Regardless of who assumes
the leadership role the tasks to be performed are the same. Let us now

examine a few of these specific tasks.

1 "Why Semiqars Don't Work." op. cit. p. 52.




1. Planning the Discussion Approach

It is necessary for the feader to think through®all the things that

are involved and be ready with background information and material prior’

to the discussion session. This does not mean that the leader will pro-
vide solutions to the problem but will think:about ways of approaching,.
analyzing and considering the problem.

One approach that can be used is ‘to prepare a list of questions

designed to open discussion and direct it toward the desired objectives.

While this fo' ces the leader to-plan ahead there is one danger in the
method. When questions have been,pre-arranged the members of the group
may be onctent to go through the questions as if they were answering’

~ questions in an examination, answering in a very specific fashion. If
the right que;tions are prepared, however, and if the group is aware of
its goals this approach should prove helpful.

2. Creating a Friende,Ath§phere for Discussion

We have already discussed this poin? under the heading "role of the
teacher." Again, an air of informa]ity}centered on respect for the in-
dividual is to be created.

3. Getting the Discussion Started

It is obvious that the first few moments of a discussion are the
hardest. FAn opening statement which reviews the purpose and nature of
the discussion period and what is expected of the group is almost a
necessity. The leader should avoid.making decisions on which direction
the groppqshou]d go or just what it should do to deal with the problem.

He merely gets the group started. The following are a few ekamp]es of

questions which may be used to openzthe discussion:

19
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"1. What do you think about the problem as stated?
2. What has been your experience in dealing with this problem?
. 3. Would anyone care to make suggestions on facts we need to
E better our understanding of the problem?"l

Another approach to opening discussion may be through the use of a
startling statement. Sometimes a shocking set of data or a very signi-
, . .

ficant statement may set the group in action.

4, Helping the Group Members ‘to Move Ahead with Continuity and

Focus.- : »

r

Discussion is a step by step pfocess toward an ultimate goal. The-

. Teader helps the group in this process by summarizing important points, .
y by asking for reviews of the discussion progress‘énd'by asking pertinent
questions. The asking of the right ques%ions can be é ﬁast helpful tool,

in keeping the discussion moving. Keltner devotes a section of his.book

to the topic of questioning, Space does not permit us to discuss all the

* 1

‘ ideas presented. The following summary of the criteria for good qugst’ions
will prove helpful at this point.
9

"1. Questions 'should be pertinent to the matter at hand.

2. Questions should be warm and personal but they should rot deal
with personalities.

Questions should be clear and precise.

Questions should be anserable.

Questions should be searching.

Questions should have a definite purpose.

Questions which contain answers in them should be avoided.

The questions are usually brief."2

O~NOYOY W

The following questions are presented as examples of the type the
discussion leader may ask in his-effarts to keep the discussion moving

along and properly focused:

1 Trecker, Harleigh B. and Trecker, Audrey R., How to Work with Groups,
New York: Morrow and Co., 1962, p. 70. - . . !

2
‘ Keltner, op. cit. pp. 229-230.

z,
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1. I wonder if we have spent enough time‘on this phase of the

problem? Should we not move to another aspett of it?

Have we gone, intb this part of the problesm far enough so

that we might now shift our attention and consider this

additional idea?

3. ‘In view of the time we have set for ourselves would it not
be well ‘'to look at the next question before us?
Where are we not in relation to our goal for the disucssion?
Would you like to have me review my understanding of the
things we have sdid and the progress we have made in the

. discussions?"l

"M\,
NN

wn

5. Helping the group Members Participate

The problem of the non-participant is one which may prove most
frustrating to the discussjon leader. In finding ways of helping group
members participate, let us first remember that in order for people to
talk they have to have sdmething to talk about. It has been'pointed
out in thi§ paper on several occasions that the seminar i; related to
other parts of -the instructional program. Therefore, we expect students
to have something to talk about in small group discussion periods. Re-
gardless of the amount of knowledge certain people have, they still may
nave difficu]ty expressing their ideas.

The following points are suggestions the leader may put to use in
helping these people.

First, by creating an atmosphere of acceptance and security, the
reluctant participant will be more 1ikely to talk. We know that people
should feel secure and free from threat in order to be themselves and
expose their ideas or feelings to others.

A second approach may be through the use of the startling statement
referred to earlier. The leader may attack a popular point of view, or

make a statement shocking in nature.

1 Trecker and Trecker, op. cit. p. 70.
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The leader can ask questions pointed indirectly at the non-pértici-

!
‘ pant. Here are two examples: |
|
"1. Now that we have heard from a number of our members, would ;
others who have not spoken like to add. their ideas? 1
2. How do the ideas presented thus far sound to those of you who |
have been thinking about them?"l
A fourth suggestion is to give inactive members a specific assignment.
Perhaps a special assignment can be made to one of the members and- report
his findings .to the group. Another idea may be to put the non-participant
in charge of summarizing the discussion.

A final approach is simply "waiting them out." The indirect approach

has been used in couhse]]ing situations for some time. The client-centered

approach, applied first by Carl Rogers,2 has as its‘fundémental‘premise

that human beings have within themselves constructive impulses which can

lead to creative and mature behavior. When applied to group discussion
‘ the leader wou]d wait for the par.t1c1pants to come forth on their own.

While’ there is much to be said about "waiting them out" (man discussion

leaders are much too fearful of silence) the fact reéains that only a
! \

highly skilled 1eader can use a complete non-directive approach.

C. The Role of the Group Observer

In order for a group to function properly, it must evaluate itself.
The group observer can help in this important task. Such a person does

not participate regularly in discu;sion so that he can ‘concentrate on

RO

what is'happening. The observer attempts to analyze why the group is

successful or is having difficulties in discussing a give lesson. Often

1 Trecker and Trecker, op. cit. P. 70.

2 Rogers,/Carl, Client Centered Therapy, Boxton: Houghtonr Mifflin
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the observer role will be played by the teacher. Keltner defines the
role of the group observer as follows:

"His distinctive character is as a reporter whose'major aim is

to see yhat is happening and report this to the group. He is,

in a” sense, a mirror whereby the group can see itself as it’

operates. He is interested in how the committee works rather

than what it works on. His job is to help the group function

more effectively by providing an insight into the inner machinery

of ther group process.,"l

The use of the observér has been suggested by experts in group
discussion for sometime. However, its application in the classroom has
been slow to come. The use of an observer involves group evaluation
and this is something most groups resist in the beginning. Because the
techniques involved are extremely important, it is recommended/by the
writer that teachers familiarize themselves with the literature in the
field before attempting to use the observer approach. A good place to
begin such an investigation would be by reading some of the work of
Kenneth Eenne.z

D. The Role of the Recorder

The work of the recorder is to keep a runming record of the content
of the discussion so that, at any time, he can report back to the group
what has been discussed. Si;ée the group is interested more in what
was said than who said it, it is unnecessary to record the names of per-
sons making contributions. Usually the recorder provides a summary of

the discussion at the close of the period. The following summary of a

guide for recorders will help define the role more clearly:

I keltner, op. cit. p. 300.

2 See for example Benne, Kenneth D. and Mentyan, Bozedor. Human Relations

in Curriculum Change. Springfield, I11.: I1linois State Department
of Education. 1949. pp. 141-160.

44




™

",

o .

Keep track of major contributions to the discussion.

A.
B.
C.
D.

Points upon which there was cleavage of opinion in the
the group.

Points upon which the group agreed or on which formal
action was -taken.

Points where the recorder is not sure of the group op1n-
jons.

Points mentioned, but not discussed which the group may
wish to consider later.

i

Report to the group what was discussed and concluded rather
than merely what the discussion was -about.

Be ready to report at any time and make an inclusive report
at the end of the sess1on

Ask for suggestions from the group as to how the recorder's

_work may be made more helpful."l

W

1 Benne and Mentyan, op. cit. p. 139.
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SUMMARY

As a result of this study, the writer has a clearer picture of
the gbjective§ of group discussion as well as techniques helpful to
persons responsible for broviding leadership in discussions. The smali
group discussion approach has much promise and deserves our most ser-

, j'ous consideratioﬁ. The greatest need for further research is in the
area of technique. Teachers, schools of:education, and administrative

groups must concentrate on the task of developing techniques of dis-

cussion that will help the teacher responsible for group leadership.
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IV. HOW CAN THE SMALL DISCUSSION GROUP
FUNCTION MORE EFFECTIVELY
.This is the question most frequently asked by educators interested in
small-group discussion. Teachers employing the seminar approach have dis-
cbvgred extreme difficulties in conducting meaningful discyssiOns. The
following quote is typical of the reaction of many people studying the staff
utilization proposals:

"Where the program falls down is in the seminar. Hardly a handful

of teachers really know how to use them properly. Most teachers

approach seminars as classes with fewer pupils. They work with

them exact]y“}he same way they would work with classes of 25 or

30 students.

Dr. Trump points out‘in'the report of the Staff Utilizqation Commission
that teachers had difficulty with small groups. For example, he notes
observations of teachers who sometimes remained standing by a portable
blackboard giving directions, asking questions, and writing answers during
much of the period. As many as one-half of the studeﬁis in several observed
instances -never contributed an idea during the entire period even though
there were only ten to‘fifteen of them in the group. Most of the time was
spent by the teacher in asking questions each answered by one student
without discussion among pupi]s.2

How can we he]p teachers overcome these difficulties? First, we must
look at small group discussion in a different light than most of us have in
the past. As has already been suggested, the small group has an identity

all its own - it has a special purpose. Seminars are designed to allow

students to do things they cannot do in an ordinary classroom.

"Why Seminars Don't Work", School Management, June, 1962, p. 552,

—h
.

2. Trump, op. cit., p. 25.

49




Secondly, students need assistance in understanding the purpose of
small group discussion and his place in it. The purposes outlined in
section two of this paper should be knpwn by students as well as teachers.

Third, students need assistance in identifying themselves to the
group. Identification is a feeling of inner warmth that tells the student
he has security in the group and that his ideas and words will have meaning
in the group. Group identificaéion is an important key to successful seminar
work. I£ is the cohesiveness that holds the group together and helps members
work well together.

Fourth, while identification may be important, it cannot exist unless
the teacher establishes a rapport with the group. A free atmosphere is
structured in such a way as to permit give and take among students and
between students and teachers.

Finally, the group needs to evaluate itself from time to time. This
will help students move along in their understan&ing of discuésibn and
subjeci matter.

In order to provide the criteria suggested above, a new role on the
part of the teacher is called for. It is a role more concerned with learning
and less concerned with feaching. This new role has been most difficult
for teachers to achieve. The seminar will not work effectively however
unless teachers are willing to make the adjustment. This point is made in
rather strong terms by Thelen.

"It is unfortunately all too clear that to get group investigation

in classrooms will require two revolutions in practice. The first

is the shift from the idea of "subjects" as collections of pre-

digested organizations of information; and the second is the shift

from governance of the classroom by teacher edict to governance

by decisions developed from, or at least validated by, the

experience of the group-within boundaries and in re]ati?n to phe-
nomens identified by the teacher as objects for study."

1. Thelen, op. cit., p. 148.




Let us now turn our attention to the specific roles of persons res-
ponsibie for helping the gourp to function more effectively. We shall
begin with a study of the role of the teacher.

A. The Role of the Teacher

The first responsibility of the teacher is to see that the discussion
is related to the other parts of the instructional program. Through the
information presented in the larger learning group and through the knowledge
gained in student individual study the teacher sees that pupils bring their
outside information to the seminar. " The small group builds on this knowledge
by combining it with student interest, special talents and insight. The
seminar is not a rehash of what students already have 1ea}ned, it is applied
knowledge, exploring different approaches, discovering differences of opinions
and turning up further areas for inquiry.

Secondly. the teachgr has to be adequately prepared for the discussion
period. A teacher has a lot to say as to what will go on in the discussion
session itself, but he usually has his say priar to the seminar, not during

it. This is achieved largely through work with student leaders.: This point

will be discussed in the next section.




Next, the teacher has the role of expediter, of one who sees to it that

things are constantly moving, again, this requires individual teacher prepar-

ation as well as working with student Teadership.

Fourth, the teacher is a resource person. As pointed out by Edward
Grodsky of Ridgewood High Schod], the students look up to the teacher when
they hit a spot where they cannot gather information themselves. This is
where the teacher plays an important part in the seminar itself.

The fifth role. of the teacher is to work with the student recorder,
observer and particularly the student leader. The teacher helps the group
leader in organization of his material and in understanding discussion
techniques. ‘

Finally, as stated ear]er,ﬂihe teacher has the responsibility to help
students understand the group process and the place of the individual in
the group. This will assist the teaéher in establishing a proper climate
for true discussion.

The teacher's role in such a forum is a difficult one. The teacher's
work is mainly behind the scenes. He must help the student leader plan
successfully. He must direct the discussion without becoming involved.
This may mean asking a question when the group wanders from the topic or
suggesting a point that has not been mentioned. The teacher must be‘
available to present newninformation, or to correct false facts, buE he
must wait until students have had an opportunity to supply the needed in-

formation themselves. In other words, in a properly operating seminar the

teacher must "teach" without teaching; must lead without leading; must control

without controlling. Truly it is not an easy occupation."!

1. "Why Seminars Don't Work", op. cit. p. 52.
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B. The Role of the Group Leader

. .0 The role of the group 1eager is often the role- of the teacher. The
teacher is the leader of the group, at least in the early stages of its
existence. As the members become more skilled in the group process, Stu-
dents will gradually fake over the leadership role. Many factors will
determine when this shift will takg place. Regardless of who assumes the
leadership role the tasks to be performed are the same. Let us not ex-
amine a few of these specific tasks.

-

1.. Planning the Discussion Approach

w

It is necessary for the leader to think through all the things that
are involved and be read} with background information and material prior
to the discussion session. eTh%s does not mean that the leader will provide
solutions to the problem but will think about ways of approaching, analy-
. zing and considering the problem.
One approach that can be used is to prepare a list of questions de-

signed to open discussion and direct it toward the desired objectives.

“

While this forces the leader.to plan ahead there is one danger in the

- -

-method. When questions havéﬁbeeh pre-arranged the members of the groub

may be content to go through the questions as if they were answering quest-

-5

jons in an examination, answering in a very specific fashion. If the right

(2

questions are prepared, however, and if the group is aware of its goals this
approach should prove helpful.
2. Creating a Friendly Atmosphere for Discussion

. S

We have already discussed this point under the heading "role of the

teacher". Again, an air of informality centered on respect for the indi-

vidual is to be created.

"
¢
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2. Getting the Discussion.Started

It is obvious.that the first few moments of a discussion are the
hardest. An opening statement wﬁich reviews the purpose and nature of
the discussion period and what is expected of the groué is almost a
necessity. The leader should avoid making decisions on which direction
the group should go or just what it should do‘fo deal with the problem.
He merely gets the group started. The following are a few examples of
questions which.may be used to open the discussion:

1. "What do you think about the problem as stated?

2. What has been your experience in dealing with .this problem?

3. Would anyone care to offer .suggestions on_facts we need to

better our understanding of the prob]em?"]-

Another abproach to opening discussion may be through- the use of

a startling statement. Sometimes a shocking set of data or a very

significant statement may set the group in action.

4. «Heipjng the Group Members to Move Ahead with Continutiy and

DiSCussionlis a step by step process toward an ultimate goal. The
leader helps the:.group in this pro;ess by summariziﬁg impértant points, N
by asking for reviews of the di;cussion brogréss and by»asking‘?ertinent
questions. The a;king of tﬁe right questions can be a most hejpfu] tool
in keeping the discussion moving. Keltner devotes a section of his book
to the topic of questioning.‘ Space does not permit us to discuss all the
ideas presentéd. The fo]]bwing summary of the crite[ia for.good.quesFions

will prove helpful at this point.

-

*

1. "Trecker, Harleigh B. and Trecker »Audrey R. How to Work with Groups,
New York: Morrow and Co., 1952. p. 70.
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"1. Questions should be pertinent to the matter at hand.

2. Questions should be warm and personal but they should not
deal with personalities.

Questions should be clear and precise.

Questions should be. answerable.

Questions should be searching.

Questions should have a definite purpose.

Questions which contain answers ipn them should be avoided.
The questions are usually brief."l-

CO~ND O W

The following questions are presented as examples of the type the
discussion leader may ask in his efforts to keep the discussion moving
along and properly focused:

"1. I wonder if we have spent enough time on this phase of the
problem? Should we not move to another aspect of it?

2. Have we gone into this part of the problem far enough so
that we might now shift our attention and consider this

*additional area? -

3. In view of the time we have set for ourselves would it

not be well to look at the next question before us? !

Where are we not in relation to our goal for the discussion?

Would yoy like to have me review iy understanding of the

things we haye said and the progress we have made in the

discussions?

[S RN N

The problem of the non-participanﬁ is one which may prove most
frustrating to the discussion leader. In finding ways of helping group

member participate, let us first remember that in order for peopﬁe to

talk they have to have something to talk about. It has been pointed

out in this paper on several occasions that the seminar is related to

other parts of the instructional program. Therefore, we expect students

. to have something to talk about in small group discussion pegiods. Re-

gard]ess of the amount of knowledge certain people have, they still may

nave difficulty expressing their ideas.

1. Keltner, op. cit. pp. 220-230.

2. Trecker and Trecker, op. cit. p. 70.
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The following points are sugdéstions the leader may put to use in helping
' these peob]e. \

First, by creating an atmosphere of acceptance and security, the
reluctant participant will be more likely to talk. We know that people
whou]drfeel secure and ree from threat in order to be themselves and
expose their ideas or feelings to others.

A second approach may be througﬁ the use of the startling state-
ment referred to earlier. Tﬁe leader may attack a popular point of
view, or make a statement shocking in nature.

The leader can ask questions pointed indirectly at the non-
participant. Here are two examples:

"1. Now that we have heard from a number of our members, would

others who have not spoken like to add their ideas?

2. How do the ideas presented thus far,sound to those of you

who have been thinking about them?"'- :
, ‘ A fourth suggestion is to gi\;/e inactive members a specific ass\ign-
ment. Perhaps a special assignment can be made to one of the members
and report his‘findings to the g}oup. Another idea .may be to put the
non-participant in charge of summarizing the discussion.
| A final approach is simply "waiting them out." The indirect
approach has been used in counseling situations for some time.” The
client-centered approach, applied first by Car]aRogers,z' has as its
fundamental premise that human beings have within themselves construc-

tive impulses which can lead to creative and mature behavior. When

applied to group discussion the leader would wait for the participants

1. Trecker and Trecker, op. cit. p. 70.

‘ 2. Rogers, Carl. Client Centered Therapy Boxton: Houghton Mifflin
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to come forth on their own. While there is much to be said about
"waiting them out", (Many discussion leaders are much too fearful
of silence) the fact remains that only a highly skilled leader can

use a complete non-directive approach.

C._ The Role of the Group Observer

In order for a group to function properly, it must evaluate
itself. The group observer can help in this important task. Such
a person does not participate regularly in discussion so that he can
concentrate on what is happening. The observer attempts to analyze
why the group is successful or is having difficulties in discussing
a given issue. Often the observer role will be played by the teacher.
Keltner defines the role of the group observer as follows:

"His distinctive character is as a reporter whose major

aim is to see what is happening and report this to the

group. He is, in a sense, a mirror whereby the group can

see itself as it operates. He is interested in how the

committee works rather than what it wdrks on. His job is

to help the group function more effectively by providing
an insight into the, inner machinery of the group process.

al.

The use of the observer has been suggested by experts in group
discussion ofr sometime. However, its application in the classroom
has been slow to come. The use of an observer involves group eba]u-
étion and this is someth%ng most groups resist in the beginning. Be-
cause the techniques invclved are extremely important, it is recommend-
ed by the writer that teachers familiarize themselves with the 1i£era-

ture in the field before attempting to use the observer approach.

A good place to begin such an investigation would be by reading some

1. Keltner, op. cit. p. 300. . ——




of the work of Kenneth Benne.

.

D. The Role of the Recorder

The work of the recorder is to keep a running record of the

content of the discussion so that, at any time, he can report back

to the group what has been discussed. Since the group is interested

more in what was said than who said it, it is unnecessar' to record

the names of persons making contributions. Usually the recorder

provides a summary of the discussion at the close of the period.

The following summary of a guide for recorders will help define the

role more clearly?

“1. Keep track of major contributions to the dis-ussion.

A.
B.
C.
D.

Points upon which there was cleavage of opinion in the
group. ‘
Points upon which the group agreed or on which formal
action was taken.

Points where. the recorder is not sure of the group
opinions.

"Points mentianed, but not discussed which the group

may wish to consider later.

2. Report to the group what was discussed and concluded rather
than merely what the discussion was about.

3. Be ready to report at any time and make an inclusive report
at the end of the session.

4. Ask for suggestions from the group as to how the recorder's
work may be made more helpful."2.

1. See for example Benne, Kenneth D. and Mentyan, Bozedor. Human
Relations in Curriculum Change. Springfield, I11.: Il1linois

2. Benne and Mentyan, op. cit. p. 139.
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SUMMARY

As a result of this study, the writer has a clearer picture of
the objectives of group discussion as well as techniques helpful to
peréoné responéib]e for providing leadership in discussions. The
small group discussion approach has much promisé and deserves our
most serious consideration. The greatgst aneed for further research
is in\the area of technique. Teachers, schools of education and
administrative groups must concentrate on the task of developing
techniques of discussion that will help the teacher'responsfbie for

the. group leadership.
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SMALL-GROUP DISCUSSION

Grouping 15 or fewer students in separate classes aims to develop “better inter-

personal relations among students while they learn essential knowledge, effective
communication of ideas, problem solving and divergent thinking.

GUIDELINES

1. Approsimately 15 students represents the maximum number that can
effectively participate in group discussion activities.

2. Small groups are constituted to provide needed discussion experiences
for particular kinds of students.

3. Effective teacher participation in student discussions calls for
extremely high levels of professional competence.

4. The time required for small-group activities diminishes as students
become more sophisticated discussants.

5. Small-group discussion is related to large-group instruction and
independent study in all subject areas. ~

Frequently we clarify ideas and are stimulated for further inquiry as a result of
conversations we have with other persons. Also, we use such opportunities to
persuade other persons to accept our beliefs. New acquaintances and friendships
develop in such chance or planned meetings. Life would be quite incomplete with-
out the discussions we hold with other persons in small groups.

Education in schools also requires participation in small groups. However,
because schools exist to improve pupil behavior, specific training programs in-
volving small-group discussions are essential. The conventional class of 25-30
students is too large for these training experiences. Dividing the class into two
or three sub-groups does not represent a good substitute for classes of 15 or
fewer because a competent teacher cannot be physically present full time to

assist each of these small groups.

These small classes represent essential education for citizenship in a democracy.
Students need to learn to discuss controversial matters, to communicate effectively,
to respect the opinions of others, and to deal with peiple whose backgrounds dif-
fer from their own. The discussions they hold reinforce and use the knowledge

the students have learned in large grouns and in their own independent study.

They crystallize values and from attitudes in much the same was as these goals

are accomplished in life outside the school. |

Small-group disscussion requires new roles for both teachers and students.

However, none of them typically has had adequate experience and training to achieve
maximum benefit from these arrangements. For example, teachers worry that the
group is not covering a predetermined body of subject matter, Students are likely
to have similar concerns. Most teachers and students can easily miss the major
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purposes of the small-group activities. Teachers need to cast themselves in the
role of listener, advisor, and as a co-participant with the students. Students
need to learn a variety of group roles: 1leader, recorder, observer, and the kinds
of functions served by a variety of gorup members.

Experience in schools organizing small groups, and considerable research in group
dynamics, indicates the maximum desirable size of these groups to be approximately
15. That (s the largest number of students that logistically may have an oppor-
tunity to become actively involved in discussion during a reasonable period of time.
Most schoois believe that from 30 to 50 minutes is a desirable length of time for
these grup discussions.

The number of meetings per week is best determined by the opinions of teachers and
studants. There is a tendency to schedule more meetings than necessary because

of the predisposition to cover a given area of content rather than to be concerned
about the development of attitudes, values, and competencies in discussion and in
group relationships. Since the latter goals are common to all of the small-group
activities in various subject areas in the school, a given subject may actually
operate with fewer meetings. As teachers and students become more experienced

and competent in group discussions, fewer meetings are needed or at least the
sessions can be briefer. .

Small groups are constituted on a variety of bases in accordance with professional
decisions or teachers and counselors. A policy should be early established in the
minds of everyone that the composition of small groups will be changed frequently.
For example, if teachers and counselors determine that two or three students are
dominating the discussion in a given group, it is good both for those students and
the others, that they be transferred to another group which contains stronger
student discussants. Both groups, the one they had been in and the new group, can
benefit from the transfer and the groups in turn will have beneficial effects upon
the individual students themselves. . :

Groups may be composed on a variety of other bases. Friendships, emotional
maturity, sex, quality of past school work, special interests, vocational or
educational goals, and many others, may be considered. Counseling records, interest
inventories, teacher opinions, sociometry, school records, and other appropriate
information are utilized in making original assignments of students to groups and

in changing group composition. Periodic discussions of teachers, counselors, and
the principal or assistant principal who know these students should be scheduled

to exchange information and ideas about ameliorative arrangements for students.

One of the issues that divides teachers of small groups is whether students should
originally be selected as leaders or whether the teacher should serve that role.
The arguments pro and con are quite obvious. If a teacher is incapable or
unwilling to relinquish the leadership role, it is probably better never to

assume it. On the other hand, much can be said for a teacher's assuming that

role for the first two or three meetings of the group to provide an excellent
example of how a leader should relate to the group. Such a brief time also per-
mits natural leadership to emerge from the group so that the teacher within

two or three sessions can relinquish leadership to a given individual. The teacher
should then alternate between the roles of group observer and consultant, both of
which roles are shared with students.

z
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. The first task of the group leader, student or teacher, is to help the group decide

on the issues it wishes to discuss, to clarify the issues, and to help the group
plan procedures. During the discussion the leader tries to invoive as many of the
group members as possible. For example, noting that some members have not par-
ticipated, he will rasie a question regarding what the group is missing by not
knowing what the others are thinking. He may even call on some of them for expres-
sions or assistance. If the group departs from the subject of the discussion, the
leader tells them what is happening and asks the group to decide whether they want
to turn to a new topic or continue discussion of the original one. If the
discussion is going badly, the leader calls on the group observer for reactions

on why the discussion, is not going well,_ Periodically the leader calls on the
recorder to summarize the discussion to date, or he may call on the consultant for
clarification or for more adequate information if that seems to be needed. The
leader also helps the group to remain conscious of the time limits on their

meeting and thus may help them to focus their discussion more sharply. All in all,

the leader aims to help individual members and the group to become more effective
and efficient in their discussions. :

Some member of the group should be appointed recorder. This individual keeps a

record of the content of the discussion so that he can report back to the group

on request. Since the group is interested more in what was said then in who said
it, it is unnecessary to record the names of persons making contributions. The
recorder notes the areas of agreement and disagreement, rather than everything
that was said by each person making a contribution. Usually the recorder provides

a summary of the discussion at the close of the period.

Some student, in addition to the. teacher, should be asked to serve as a group
observer. This person does not participate regularly in the discussions so that
he can concentrate on what is happening. He will find it helpful to keep a tally on

who participates in the discussion so he can report whether some persons including |,

the leader, are monopolizing the group time or others are not contributing. The
observer attempts to analyze why the group is particularly successful or is having
difficulties in discussion a given issue. When called upon by the group leader,

he raises questions with the group on these points of evaluatton, trying to help the
group grow in the quality of their discussion rather than serving as a conven-
tional teacher scolding some people and praising others for what they say.

The teacher, a member of the group, or someone specially invited to meet with \
the grpup for a given discussion, may serve as a consultant to the group. This
person is not expected to make a speech or to monopolize the discussion. He

is there to bring a certain.type of information and experience that other members
of the group may not possess. This is a very difficult role for a teacher because
the purpose of the consultant is not to set too high a level of discussion or to

dominate the grup because of the status of this position. On the other hand,

if a teacher or other consultant finds a group member making such a gross error
that the discussion is going in the wrong direction, the teacher has the
responsibility to correct that information or statement. Deciding whether the
error really matters is a difficult one that tests the consultant's qualities
as a helper of students learning to discuss more effectively.

Periodically, during the early history of a group, the teacher will meet with the
group leader, recorder, and observer to help them grow in their various res-
ponsibilities. The teacher also will occasionally talk to the members of the group
helping them as individuals and as a group to understand better what they are doing.
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There is need to analyze the member who contributes little, or who talks too
much, or who constantly gets the group off the subject, or who asks irrelevant
questions, or who irritates by being antagonistic constantly, and the like. Con-
versely, efforts need to be made to point out group members who are especially help-
ful to the group by such actions as bringing desirable information at the right
time, by summarizing the discussion, by helping to clarify issues, and by helping
non-cooperative group members become cooperative in the interests of gorup pro-
gress.

Working with small-group discussion challenges very high professional compotencies
on the part of teachers. A study of gorup dynamics can help in the development of
these competencies. , Acquaintance with the principles of sociometry and behavioral
physchology is essential. Today's conventional school does not provide teachers
with instructional opportunities as described in this presentation. On the other
hand, if teachers do not take advantage of the opportunities in small-group discus-
sion somewhat along the lines described here, there is not purpose in organizing
classes of 15 or fewer. “.




_GROUP DEVELOPMENT

Bernard M. Bass
Like individuals, groups learn. The eventual performance of a group depends

on both individual learning of its members and how well the members learn to work

with each other, how well they make use of each other and how well they coordinate

their efforts. Groups can and must learn how to use the resources their members

bring to the group. Four stages have been described in the learning process for )

committees, discussion groups and many kinds of work groups. }
1

Stages in Group Development

A four-stage learning process describes the development and maintenance of
typical groups responsible for planning, operating decisions, sharing information or
evaluating. First, members must learn to accept each other and develop mutual
confidence and trust. Only after this has occurred can they proceed to communi-
cate openly and freely and to act and react with their full resources to set and
achieve desired goals at a high rate -of productivity. Finally, when such productivity
has been demonstrated, the immature formal controls based on power can be modified
so the group operates with more spontaneous informality. The members move from
concern about trusting each other to concern about how to communicate effectively.
From there they proceed to concern &bout what goals to set and finally to con-
cern about how controls shall be maintained.

First Stage: Developing Mutual Acceptance and Membership

Members initially are hampered by their mistrust of each other (which they are
often quick to deny). They respect the motives of others, but they fear their own
inadequacies as well as those of other members. Protection is sought in cliques and
mutual admiration pairings. .Remaining defensive, they restrict the range of
permitted behavior through conformity and ritual.

When members learn to accept each other and themselves, they can easily
express their feelings and conflicting attitudes. Norms are established about
how they will proceed, but individual differences are tolerated. Legitimate
influence is accepted, and members develop a 1iking for each other.

Second Stage: Communication and Decision-Making ;

During this phase, what were first ambiguous expressions are clarified in
meaning. Sufficient time is spent in reaching decisions.

Third Stage: Motivation and Productivity

This group has reached matumity in resolving problems of its members' moti-
vation when creativity is observed in sustained work, when members are involved
in the work, when extrinsic or irrelevant rewards are not needed to maintain as
high a level of productivity and when members cooperate instead of competing.

Fourth §ﬁqgg: Control and Organization

A group has succeeded in effectively organizing when work is seen to be
allocated according to the ability to do it and by agreement among those involved.
Members are later dependent, each on each other, The organization remains flexi-
ble and ready to change in the face of new challenges, informality and spontaniety

is stressed with actually little coricern about the form of the organization.
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The Mature Group

. 1. The members function as a unit. The group works as a team.
The members do not disturb each other. .

2. The members participate fully in group effort. They work hard
when there is something to do. Members do not loaf if they get
the opportunity. . . . :

3. The members are oriented toward a single goal. They work for
common purposes. .

4. The members have the equipment, tools and skills necessary to
atain the group's goals. The group members are taught various
parts of their jobs by experts. The group is not shorthanded.

5. Members ask and receive suggestions, opinions and information from
each other, if a member is uncertain about something, he stops
working and finds out. The members talk to each other frequently.

Thus, the effective work group is one in which the individual members are highly-
interdependent, coordinated and cooperative in their efforts. They are capable
and highly motivated as individuals, and information flows freely among them.

*
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WHAT IS INDE%ENDENT STUDY ALL ABOUT

During the past few years, considerable attention has been focused in
the writings of professional journals on student independent study. In this
presentation we will attempt to analyze independent study by discussing what
independent study is, why it is important, and how it can be best implemented
in the total instructional program.

WHAT IS INDEPENDENT STUDY?

» systems Dr. Louis Benezet, President of Claremont Graduate School, stated

—
v s H

Bagically, independent study involves the pursuing and acquisition of knowledge
and skills by students with limited assistance from their classroom teachers. .
This is in contrast. to the imbarting of knowledge from teacher to student as is
provided through.lectures, demonstrations, and discussion. -

We know that independent study is not new. Certainly, much of what we learn
is’ leained outside the classroom. The student's natural quest to satisfy

his curfosity leads to-a great deal of dindependent study. As far as formal
educacion is concerned, the development of the homework policy some three years
ago was an attenmpt to give some guidelines in this important area.

In.a recent television interview comparing the American and English university

that true education is self education. Certainly the emphasis on the tutorial
approach at Oxford University in England is an example of how independent study
can work. The .entire educational program in this institution is based on the
pursuit of knowledge by the individual. As pointed out by Dr. Benezet, American
university people are beginning to see the value of such an approach and are
making applications in’this country.

WHY INDEPENDENT STUDY?- . °

of the education in our schools today is teachers talking and (hopefully!)

-

Self direction is one of the most important objectives of education. We weuld
hope that by the time a student graduates from senior high school he would have
developed a high sense of self direction and motivation. - Unfortunately, much

students listening. If pupils are to have an opportunity to develop self direc-
tion they must have an opportunitx to experience it through independent study.

We live in a world of change. The amount of knowledge is accumulating very
rapidly. Half of what an engineer studies today will be obsolete in ten years.
Half of what he will need to know:is not yet known ’y anyone. Ninety per cent

of the scientists of history live today The Educational Policies Commission’

of the National Education Association states that the average high school graduate
today will have to be retrained at least three times during his lifetime just

to keep pace with the acceleration of knowledge and technology.

It is obvious that one of the primary functions of education is to help students
"learn how to learn." .




Independent study »

. Independent study is also psychologically sound. From experience we know that we
learn best what we dJdiscover for ourselves. Much of what we know about the techniques

and processes of mastering intormation suggests that there may be altugether toou
much emphasis placed on the teacher "transmitting knowledge." Such emphasis implies
that the teacher is a person whom che child depends upon to tell him what he needs
to know. Valid research findings show us, however, that learning is better acquired
when the teacher creates however, that learning is better acquired when the teacher
creates situdtions whereby the student can discover knowledge for himself.

PHASES OF INDEPENDENT STUDY

Fér convenience sake, I have divided independent: study into four phases. Also for
convenience sake I have provided a label for each phase, which is-intended to be
an example of how this phase operates and not limited to the label.or example.

Phase One (the lesson for tomorrow). ruie izvel of independent study is initiated
by the teacher. It is the customary daily or weekly homework assignment. Heavy .
emphasis is placed upon drill activities and it is quite routine in nature. To

be truly effective, homework should be individualized; that is, the assignments N
given to pupils should be based on the student's need to acquire certain information
or develop certain skills. In some cases, however, it may be an assignment that all
students in the class are to complete. The homework policy developed in our district
a few years ago provides certain guidelines to teachers in this type of independent
study assignment..

Phase Two (the self instruction package). Pase two of independent study is also
‘ teacher initiated but wider in scope than phase one. The teacher plans a series of
experiences for the student. For example, in a unit on the civil war in an American
History class the teacher might prepare a package of materials to guide the student
through various independent study experiences. Part of this package might be dis~
tributed to the student in the form of directions, guide questions, etc. Much of
the package would be kept in the library or learning resource center to be used by
students during time reserved for independent study, Part of the student's instruc-
tions might call for the use of reference books in the library in order to answer
questions asked by the teacher. The student might be asked.to listen to tape recordings
or records of music of the civil war period. He might also be asked to study maps
of the civil war period. He might be asked to view slides and filmstrips concerning
various facets of the unit. .

In summary, then, the teacher guides students through various experiences which the
student pursues on his own. These experiences might take place in the classroom, the
learning resource center, at home, or at the public library. This phase of independent
study calls upon the use of a much wider range of instructional materials that we

have used in the past. We know learning takes place better when we can involve several
senses. Some students lea.n best by reading, some by viewing, some by listening. What
we are calling for here is a multi media approach to independent study.

B ‘
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Phagse three (the project). This phase of inde vendent study is also teacher
initiated, but very open-ended. Students may . i1ve a cholce of projects as part
of requirements or as enrichment work in a course. The project is usually an '
experience which will involve considerable study by the student and will involve
sactivities over an extended perﬂod of time:

After a project has been selected the student will then do the reading, viewing,
listening and so on necessatry to complete the project.” He will report his findings
in writing, orally, or in some type of presentatien to the class or teacher. This
- phase of independent study provides an opportunity for the student to be very
N'creative and somewhat self directive in completing the project.

Care must be taken by the teacher and the student in outlining what the project
will involve 1in order for it not to become "busywork". So many activities
which come under the title of classroom projects are the cut-and-paste type
activity which has very limited learning value. The objectives of the project
need to be well defined in advance. *

Phase Four (individualized research). This 1s the highest level of independent
study and is student initiated. It is a self directed type of activity with
limited assistance from the teacher. It begins with the student selecting a
topic which he believes to be of interest and value to him. He then asks a
teacher to be his advisor in the project, the procedures to be followed and the
system-_for reporting and evaluating the project. The project may extend over an
entire semester or year with the student reporting his progress to the teacher
periodically. The project need not be in conjunction with a course in which the
student 1s currently enrolled.

’ This type of independent study activity might involve a student in science research
utilizing the facilities .of the sclence laboratory and the assistance of the
science teaching staff. It may involve a research paper for a student in history.
It may involve the production of clothing for the home economics student.

Often the quest for information will lead the student outside the confines of the
school. With assistance from the student's advisor it may be possible for the
pupil to arrange for interviews with experts in his field of interest. The pupil
doing research in science therefore, may recelve advice and assistance from staff
members from a nearby university or industrial establishment.

TEACHER PLANNING FOR INDEPENDENT STUDY

So often teacher planning centers on classroom presentations and discussions.
Actually, as the teacher plans he should consider at least four types of activities
and think of experiences which can be provided within these four types of activities.
First the teacher should consider what types of experilences need to be provided
through pregentations by the teacher. Second, what kinds of experiences need to

be provided involving interaction among students (classroom discussion). Third,

what kind of activities require student involvement in laboratory experiences
(learning by doing). And, finally, what kinds of activities can be pursued by

the student on his own.

If teachers, when planning a particular unit, would consider the placement of
activities into the four categories presented above, many would be surprised at

‘ the number of things that are now being done in the classroom for all which could
be done independently.




MATERTALS FOR INDEPENDENT STUDY

One of the most difficult tasks facing education in the next five years will

be the preparation of materials to assist teachers and students in independent
study. During the past five years considerable emphasis has been placed on the
manufacturing and acquisition of equipment. Much of this equipment, such as the
teaching machine has great possibilities for utilization in independent study.
However, the software to be used in these machines is lacking. 1In the past

most of our emphasis in independent study has been centered around the utilization
of printed materials. We now see,-however, potential in the proper utilization

of a wide variety of media. Students learn not only by reading but also by
seeing, listening, hearing, etc. Listed below is a very brief compilation of some
of the media we could be taking advantage of and some of the ways in which it
could be put to use in various subject areas. These are only a few examples

but they will give you some idea of the variety of ways in which we could utilize
various media for independent study.

1. Tapes and disc recordings

a. foreign language pattern drills

b. dictation tapes at various speeds for business education
c. spelling drills

d. readings of great works of literature

e. typing drills

f. directions for exercises in physical education

g. . music appreciation

In addition, tape recordings can also be used to assist students in
improving their own speaking and in listening to lectures of class
'sesslons missed because of absenteeism.

2, Filmstrips and slides

a. art treasures

b. step by step procedures for bookkeeping

c. historical documents

d. geometric analysis of bridges and other architectural structures
e. cultural studies in foreign language

3. 8 mm movie films

Single concept films are short motion pictures showing aspects of a
single subject ir such a way that they can be used by inddividual students
to illustrate the lesson given by the teacher. These films are silent,
so that the teacher can introduce them into his own lesson in his own
way in the manner appropriate to that particular occasion.

Since each film deals only with a single item, it is short in length,
lasting only as long as the particular illustration needs and no more --
usually between two and four minutes. These films are used in the form
of continuous loops; hence each film may be immediately repeated wlithout
delay as often as the individual requires. Cartridge-loading of the
projector is so simple that shorc-length films encourage frequent and
ready use. Listed below are some titles of 8mm film loops which might
be used in independent study.
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a. rotation of the earth

b. solar eclipse

¢c. a paramecium

d. birth of a cagerpillar

e. a Hungarian family at dinner
f. swimming strokes ’

g. using the jointer safely

h. sculpturing in plastic

Programmed learning ) :

Programmed learning perhaps has its greatest potential in the area of
independent study. Because it is intended to be used in order to
individualize instruction, there is limited value from teaching an

entire course by programmed materials. However, if a student is having
difficulty in a particular segment of a course or wishes to do enrich-
ment work within that course programs have been and can be written in
very specific areas. The following are a few examples of titles of
programs which may be presented in book form or through teaching machines:

a. how to read a slide rule

b. rules for capitalization

c. real _dumbers

d. angles and triangles

e. structure.of the legislative branch of government
f. reading a highway map

g. longitude and latitude




‘ g SECTION V




’ﬁ—T

Learning Package

WRITING BEHAVIORAL OBJECTIVES

~

Special recognition goes to Dr. Robert Mager and his book, Preparing Instruc-

tional Objectiyes; Dr. Herb Rite and his WSU associates; Thorwald Esbensen of

Duluth Public Schools; Mrs. Alice Duval of Northwest Regional Educational Lab-
oratory; Mr. Roger Turks of Portland Public Schools; and Dr. Jim Monasmith of

Central Washington State College. Their materials have been synthesized into

this 1earn17© package.
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AT THE CONCLUSION OF THIS LEARNING PACKAGE, THE LEARNER WILL CORRECTLY AND IN

" WRITING:

TASK I:
TASK 1II:

TASK 111:
TASK IV:
TASK V:

Note:

(a) Define "Behavioral objectives," and (b) 1ist characteris-
tics of behavioral objectives.

;dentify action verbs useful to constructing behavioral object-
jves.

Identify component parts of behavioral objectives.
\Irite behavioral objectives for his field of teaching.
Write objectives for own field for cognitive domain of be-

havior: (a) for lower level of behavior, and (b) for higher
levels of behavior.

For more information on writing behavioral objectives, see:

Mager, Robert. Preparing Instructional Objectives.
‘ \

Vimcet Filmstrips, Nos. 2 and 3. Worksheets are included at
end of packet.
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TASK I: (a) Define "behavioral objectives," and jb) list characteristics
of behavioral objectives.
. Step I: Real Esbensen's article, "Writing Instructional Objectives."
Step II: After reading article, write a definition of behavioral object-
ives which includes the three major characteristics of such ob-
jectives.
Step III: Submitt your definition to the staff member in charge.

WRITING INSTRUCTIONAL OBJECTIVES
Thorwald Esbensen
For many years, educators have talked about the 1mportance of instructional
objectives. The purpose of an instructional objective is to make clear to
teachers, students, and other interested persons what it is that needs to be
taught - or what it is that has been taught.
A well-written instructional objective should say three things:

' 1. It should say what it is that a student who has mastered the objective
will be able to do.

2. It should say under what conditions the student will be able to do
this.

3. It should say to what extent the student will be able to do this.

To put the matter in a single sentence, a well-written instructional objec-
tive should specify under what conditions and to what extent a certain kind of
student performance can be expected to take place.

Performance - conditions - extent: Let us consider --

. I. Performance

Performing means doing. A student who performs something does something.

Here are two statements. Which one is expressed in terms of student perform-
ance?

A. The student will have a good understanding of the letters of the alpha-
bet, A through Z.

B. The student will be able to pronounce the names of the letters of the
._ alphabet, A through Z. .

(¥
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‘ Statement B tells what it is that the student will be able to do. He will J
be able to pronounce the names of the letters of the alphabet, A through Z.

Statement A tells us that the student will have a good understanding of the
letters of the alphabet. But this is not very clear. We cannot tell what it is
that the student is supposed to be able to do as a result of this understanding.

Let's try another pair of statements. Which one is expressed in terms of
student performance? .
A. The student will have an adequate comprehension of the mechanics of
punctuation,

B. Given a sentence containing an error in punctuation, the student will
correct the mistake.

Statement B tells what it is that the student will do. He will correct the
error in punctuation.

Statement A, which says that the student will have an adequate comprehension
of the mechanics of punctuation, is rather cloudy. We cannot tell what it is
the student is supposed to be able to do as a result of his comprehension.

At this point, in objection may be raised. Isn't the person who is compre-
hending something doing something? Isn't intellectual performance an acceptable
. kind of student performance?

Certainly. The difficulty {is that mental activity, as such, is not directly
observable. We cannot literally open up a person's head and See the thinking
that is going on inside. If it is to be of use to us, a statement of performance
must specify some sort of behavior that can be observed.

This does not mean that we are not conceried about intellectual performance.
It does mean that since mental activity, as such, is not directly observable, some
sort of behavior that is observable will have to stand for or represent the intel-
lectual performance we have in mind.

For example, suppose that we are interested in having students know some-
thing about the writing style of Ernest Hemingway. Whatever may be intellec-
tually involved in the attainment of this goal, it should be apparent that the
language of our aim as stated leaves much to be desired.

What is the student who knows able to do that the student who does not
know is not able to do? This is the important question because, until we have
worked out a clear answer to it, we cannot measure the accomplishe~~t of our
instructional purpose. Although there is no single answer to the question we
have posed (our objective of "knowing something" is too vague for that), here
15 » possible statement of desired performance: Given ten pairs of short prose
passages - each pair having one selection by Ernest Hemingway and one by a
different author - the student is able, with at least 90% accuracy, to choose

‘ the ten selections written by Hemingway.
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Performance - conditions - extent: Let us now consider --

II. Conditions

Here is one of our earlier statements concerning the alphabet: The stu-
dent will be able to pronounce the names of the letters of the alphabet, A
‘through Z. We have said that this statement is expressed in terms of student
performance. Does this statement also set forth the conditions under which the
performance is to take place?

No, it does not. For one thing, we cannot tell from our statement whether
the student is to pronounce the names of the letters at sight or from memory.
If the letters are to be shown, we do not know whether the student is to work
with capital letters, small letters, or both. MNor do we know whether the stu-
dent is to work with these letters in regular sequence or in random order.
Obviously, each set of conditions is substantially different from the rest, and
will make its own special demands upon the student who attempts to accomplish
the objective.

Let's examine two more statements. Which one sets forth the conditions
under which a certain kind of performance is to-take place?

A. Given the Dolch 1list of the 95 most common nouns, the student will be
able to pronounce correctly all the words on his list.

B. The student wiil be able to pronounce correctly at least 90% of all
words found in most beginning reading books.

Statement A, which tells us that the Dolch list of the 95 most common nouns
will be used, sets the conditions for the demonstration of student mastery. We
are told that these particular words, and no others, are the ones at issue for
this objective.

Statement B, offering us only the dubious clue of "words found in most
beginning reading books" does not tell us enough. Our conditions need to be
defined more. precisely than this.

We have come now to the matter of the extent and level of performance. A
well-written instructional objective will establish an acceptable minimum stan-
dard of achievement.

Look at this objective: Given twenty sentences containing both common and
proper nouns, the student will be able to identify with very few mistakes both
kinds of nouns. Does this objective establish a minimum standard of achievement?

No, it does not. The way that the student is to perform "with very few mis-
takes" leaves open the question. How many mistakes are only a very few?




Here ts the Hemirquay obiective w2 lookad at earlic:© Gilven ten posr .
shurt prose passayes - each patr having vne selectiuon by Ernest Hemingway and !
ore by « different author - the student is abie with at least 90% accuracy, to
choose the ten selections written by Hemingway. Does this objective establish
a winimum standard of achievement?

Yes, it does. The student is expected to be able, "with at least 90 accu-
racy, to choose the ten.selections written by Hemingway." This constitutes a
minimum standard of achievement.

Let's try one more objective: The student should be able to pronounce
from memory, and in sequence, the names of the letters of the alphabet, A through
Z.

Does this objective establish a mininmum standard of achieveuwent?

Yes, it does. The objective implies that we are looking for 100. mastery.
However, we could, if we want to be explicit, re-state our objective in this
way: The student should be able to pronounce from memory, in sequence, and
with 100% accuracy, the names of the letters of the alphabet, A through Z.

An instructional objective should not ordinarily be 1limited to specific
means (particular materials or methods), but should be stated in terms that
permit the use of various procedures. Look at this statement of an objective:
Given the California Test Bureau's B-F level programmed booklet on capitaliza-
tion, the student is able to work through the exercises in this booklet with
at least 90% accuracy. Is this objective Timited to the use of a particular
instfuctional item or procedure?

Yes, it is. The objective is expressed exclusively in terms of performance
with a specific booklet. Although the particular kind of skill development that
is promoted by this bocklet is presumably also fostered by other instructional
materials and methods, no such options are available under the terms of our ob-
jective as it i's now written. .

Look at this statement of an objective: Given twenty sentences containing
a variety of mistakes in capitalization, the student is able, with at least 907
accuracy, to identify and re-write correctly each word that has a mistake in
capitalization. Is this objective limited to the use of a particular instruc-
tional item or procedure?

. No, it is not. The objective, as now stated, permits us to use a number
of instructional items that show promise in being able to help students attain
the desired performance. Amony these items are not only the Califoraia Tests
Bureau's B-F level material, but the somewhat simpler C-D level presentation,

a programmed booklet by D. C. Heath, Unit [l of English 2200. Unit 9 of tnglish
2600, Lessons 87 and 88 of English 3200, several filmstrips on capital letters,
and so on.
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III, Extent

Finally, a well-written instructional objective will suggest how its accom-
plishment can be measured. This follows from our view that a well-written ob-
Jective specifies under what conditions and to what extent a certayn kind of
student performance can be expectad to take place.

Look at this objective: the student should know the alphabet. Does this
objective sugaest how its accomplishment can be measured?

No, it does not. The reason for this is that knowing the alphabet can mean
different things to different people. Therefore, depending upon what is meant.
the measuring of this knowing will take different forms. , .

Suppose wg elaborate upon our objective so that it reads: Shown the letters
of the alphabet in random order in both upper and lower case form), the student
is able to say the name of each letter with 100& accuracy. Does our objective
now suggest how its accomplishment be measured?

Yes, it does. It tells us that the student will be shown the letters of
the alphabet, that he will be shown these letters in both upper and lower case
form and in random order, and that he will be called upon to say with 100% accu-
racy the name of eahc letter shown. The objective, in other words, makes it
plain how its accomplishment can be measured. .

If teachers at all levels of schooling would be this explicit in writing
instructional objectives, they might reasonably hope to eliminate almost imme-
diately one cause of learning failure among students: the traditional fuzziness
of classroom assignments.
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TASK I: Identify action verbs useful to constructing behavioral objectives.
Step I: Read attached excerpt, Page 8, from Mager's Preparing Instructional .
Objectives dealing with the use of action verbs in preparing .

inst-uctional objectivss.

»
>

Step II: Using the answer sheet on Page 10, "Word Exercise," place verbs in
appropriate columns.

Step III: Check your answers with answer sheet at end of packet, Page 17. If
you missed three or more, view Vimcet #2, and proceed to Step IV. -.

@

Step 1IV: Obtain new word exercises from instructor and re-accomplish.
'Step Ve Check answers with answer sheet.
L
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PREPARING INSTRUCTIONAL OBJECTIVES ‘ \
> AN
-The Qualities of Meaningful Objectives- N
.. \

We already know that a statement of an objective describes a desired state
in the learner. We also know that we have successfully achieved our, objective
when. the learner can demonstrate his arrival at this state. But how do we write
the objective to maximize the probability of our achieving it? What are the
characteristics of a meaningfully stated objective? " —

.Basically, a meaningfully stated objective is one that succeeds in commdh-
icating 'to the reader the writer's instructional intent. It is meaningful to
the extent it conveys to others a-pciture (of what a successful learner will be
like) identical to the picture the writer has in mind. Since a statement of an
objective is a collection of words and symbols, it is clear ‘that various combi-
nations may be used to express a given intent. What we are searching for is
that group of words and symbols which will communicate your intent exactly as
YOU understand it. For example, if you provide another teacher with an obJect-
ive, and ‘he then teaches his students to perform in a manner which you agree
is consistent with what you had in mind, then you have communicated your objec-
tive in a menaingful manner. If, on the other hand, you do not agree that .
t hese learners are able to perform according to-your intentions, if you feel ,
that you "had something more in minc or that your intent was "misinterpreted,"
then your statement has failed to communicate adequately. .

A meanﬁngful]y,stated objective, then, is one that succeeds in communica-
ting your intent; the best statement is the one that excludes the greatest
number of possible alternatives to"vour goal. Unfortunately, there are mafy .
"loaded" words, words open to a wide range of interpretation. To the extent
that we use ONLY such words, we leave ourselves open to misifiterpretation.

Consider the following examples of words in this light.

Words Open to Many : Words Open to Fewer
Interpretations Interpretations

to know ' to.write

to understand to ‘recite

to really understand to identify

to appreciate - to d1fferent1ate

to fully appreciate to soive
«—~t0—gnasp.the significance of to construct

to enjoy to list

to believe . “to compare

to have faith'in to contrast

What do we mean when we say we want a learner to "know" something? Do we
mean that we want him to be able to recite, or to solve, or to construct? Just
to tell him we want him to "know" tells him little--the word can mean many
things. ‘ . - , .

1

< /




‘ |
’ Though it is all right to include such words as "understand" and "appre-
ciate" in a statement of an objective, the statement is not explicit enough to |
be useful until it indicates how you intend to sample the "understanding" and
"appreciating." Until you describe what the learner will be DOING when demon-
strating that he "understands" or "appreciates," you have described very little
at ail. Thus, the statement which communicates best will be one which describes
the terminal behavior of the learner wéll enough to preclude misinterpretation.
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WORD EXERCISE

to recite to construct

to name to fully appreciate

to describe to grasp the significance of

to know . to enjoy

to write to list

to identify to compare ¢

to understand to believe

to really understand to have faith in

to differentiate tc contrast

to appreciate ] to state a rule )

to solve - to apply a rule
"to demonstrate :

Words Open to Many Iqtg;pretatiohs - Words Open to Fewer Interpretations

1. i , 1.
2. 2.

3. . T3,




TASK III:
Step I:

Step II:
Step IIIL:

Step IVv:

-11- L

Identify component parts of behavioral objectives.

Review Esbensen excerpt, if desired.

Using list of instructional objectives on Page 12, identify in

writing the component parts of each objective in the space provided.

o .

Check answers with answer sheet provided on Page 19. If you miss
one component or more, view Vimcet #2. If not, proceed to Step IV.

Complete criterion task for TASK III. Submit to the instructor
for evaluation.
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@ INSTRUCTIONAL OBJECTIVES

1. The_student will write an essay on state Qovernment which exhibits no gram- i
matical errors. i
» Performance: "
Condition
" Extent

2. Given a list of ten actual municipal court decisions, the student will
select the six which violate key tenets of the Constitution.

Performance:
Condition
Extent

3. The student will orally recite from memory the names of six chemical com-
pounds containing three or more elements.

' Performance: ‘
Condition
Extent

4. Students will name, in writing, the date when women were first permitted to
vote.

Performance:
Condition. : »
Extent

& 5. Given the names of well-known novels and names of contemporary authors the
student will correctly match them in a test with 100% accuracy.

Performance:

Condition

. Extent
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: ‘ / CRITERION TASK FOR TASK III

’

1. Each student will thread a Singer sewing machine.correctly.
Performance:
Condition
Extent

2.  When presented with a 1ist of nouns and pronouns, the student will label
each word correctly. ;

Performance:
Condition
Extent

3.  Students will write from memory the name of each of the justices of the
Supreme Court.

_ Performance:
‘ Condition
Extent

4. Given the Dolch list of the ninety-five most common nouns, the student will
be able to pronounce correctly all the words on this Tlist. .

Performance:
Condition
Extent

5. The subject should beﬁable to pronounce from memory, and in sequence, the
names of the letters of the alphabet, A through Z.

Performance:
Condition

Extent

88




CRITERION TASK FOR TASK III (cont'd) -14-

6. Students will correctly answer in writing ten out of twelve multiple-choice
questions on the Roman Empire.

Performance:
Condition
Extent

7. Given a list of ten coﬁntries, the student will identify in writing five
countries that border on an ocean.

Performance:
. | _ Condition
Extent
8. The student will correctly solve nine of the ten story problems presented.
Performance: ’
‘ Condition
Extent
9. The student will list and describe the themes of four of Shelley's poems.
Performance:
Condition
Extent
10.  The student will 1ist three major causes of the Civil War.

Performance:

Condition

Extent




Step

Step

TASK IV:

I

IT:
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Write behavioral objectives for his field of teaching.

Write correctly five behavioral objectives for learning activities
appropriate to your field of teaching. Curriculum guides and
textbooks may be used as sources of objectives.

Submit to your instructor for evaluation.
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TASK V: Write objectives for own field for cognitive domain of behavior:
(a) for lower level of behavior, and (b) for higher levels of
behavior.
Step I: View Vimcet #3, "Selecting Appropriate Educational Objectives," |

completing and checking the answer sheet while viewing.

Step II: Write five objectives at "lowest level" and five objectives at
"higher levels."

Step III: ’ "Submit completed objectives to your instructor.
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‘ WORD EXERCISE (Answer Sheet)

Words Cpen to Many Interpretations Words Open to Fewer Interpretations

: 1. to know ’ 1. to recite
2. to understand ) 2. to name
3. to really understand 3. to describe
4. to appreciate _ 4. to write
5. to fq]]y appreciate 5. to identify
6. ‘to grasp the significance of 6. to differentiate
, 7. to enjoy 7. to solve
h 8. to believe 8. to demonstrate
9, to have faith %n 9. to construct

‘. - 10. to list

11. to compare
12. to contrast
13. to state a rule

14. to apply a rule

o T g9 —




yes no
2. yes no

3. yes no

4. A B
5.°A B
6. A B
7. A B
8. A B
9. A B
0. A B
. 1. A B

12. yes no

Modified Objectives (one)

-18-

Worksheet for Vimcet #2
EDUCATIONAL OBJECTIVES

teo

Modified Objective (two)

Modified Objective (three)

b




R

INSTRUCTIONAL OBJECTIVE: (Answer Sheet)

1. ‘ ' Rerformance:
Condition
Extent

2. , Performance:
Condition '
Extent

3. ' Performance:
.Condition
Extent

4. Performance:
Condition
Extent :

5. Performance:

Condition

Extent

-19-

J—

will write essay

state government

no grammatical errors )

will select

from list of ten actual nunicipal court decisions
Six

recite

orally, from memory

Six

will name

in writing

must name the date T

will match

given the names of well-known novels and names of
contemporary authors; test situation

100% accuracy
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Aruitoxt provided by Eic:

INTRODUCTION:

The planning of a lesson is a complex process. A planned lespon
is where the student has been moved into a position where the teacher
is able to account for what is being taught and learned by the student.
Usually in planning a lesson a teacher will first describe the learning
outcomes of the s£udent. The package on instructional objectives refers
to.three areas of learning: cognitive, affective, and psychomotor.
The most common is the cognitive domain which deals with the manipulation
and restatement of knowledge. The affective focuses on expressions of
the learners' attitudes, values and feelings; and the psychomotor domain
describes learning outcomes which involve physical movement or a com-
bination of movements.

The decision about which domain the student encounters is influenced
by the overall goals the teacher has. One notion that does stand out
is that the affective domain permeates all instruction and should be
referenced with objectives in each lesson. Objectives in the other
doméin; - cognitive and psychomotor - will be included only as they relate
to the content and skills of the course. After the teacher decides on the
outcomes of the lesson, it is usually appropriate to raise questions
about the learner's prerequisite learning - these prior learnings neces-
sary to attain the objective. It is obvious that no matter how precisely
the learning outcomes (objectives) are described if the student is not
ready cognitively, affectively or from a psychomotor point of view then
he will not be successful.

Once the questions about what the student is to learn and do have been

answered, the teacher is ready to make decisions about the strategies to be

-

utilized.
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The selection of the appropriate strategy is influenced by a number of

._ factors, including the following:
a. objectives and goals
4 b. student skills already possessed
c. environment
; i. time

ii. space
iii. materials and equipment
d. psychological impact
i. teacher dominance
ii. student energy
In planning to utilize a strategy the teacher must be sure that the
strategy will permit and facilitate the learnings proposed and also be

. cognizant of how much time it will take for students to attain an objective
using a strategy. The question that continually haunts the teacher is
whether or not there is a quicker way to get the job done. Space con-
siderations also tend to constrain the teacher. Some classrooms,
because of size, will not permit the instructional variety that might
be seen in other rooms.

The last factor focuses on the material and equipment that must be
available for a strategy to be implemented. It is always painful for a
teacher to limit the span of her strategy utilization because of inade~
quate or insufficient materials or equipment, but far too frequently the
quality of instruction provided for students has undue budgetary -
limit;tions.

The following schematic illustrates the relationship between

’ objectives, student background, and strategy utilization.

ERIC 98
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e T
Psychological
Impact .
1. Teacher Domiunance
’ 2. Student Energy
GOALS
Objectives Student Teachers Environment
. understanding of 1. Time

Affective Background the capabilities of 2. Space

Psycho student strategies 3. Materials

Cognitive 4. Equipment

As is noted in the illustration, variablé use of instructional strategies
is predicated upon the teacher's understanding of the capabilities of
each system. This understanding should include the ability to describe
what the teacher does, and what the student does as the system unfolds
and also how the system is sequenced.

To check your understanding of these three dimensions a’Keyed

learning experience has been provided.

99



TASK 1:

A &ay to check if you have the necessary information and understandings
to complete and benefit from this packet ‘has been provided in Task 1. Fill’
in, as best you can, the chart given below: ‘

When you finish, check your ideas with the ideas given in the key. If
the discrepancy is great, and be honest now, it would help you to experien;e
the learning activity packages describing various strategies.

METHOD TEACHER STUDENT SEQUENCE OF TEACHER
ROLE - ROLE ACTTIONS

Small -
group

Large
group

One to
One

Independent
Study

{
i
Be sure to check your ideas iith the ideas in the key on page 3.

If there is considerable dif

terence between the principles on your chart

and the principles on the key, it ﬁighx be wise to backtrack to-the
packages of materials which describe instructidnal strategies or

possibly read about methods jin a text.

|
|
|
|




TASK II:

The methods that this package explores include:

-1, lecture : 10. pupil report
2. question—ans@er 11. seat work
3. discussion 12. guest speaker’
4.  small group © 13. role playing
5. individual study ’ 14. socio drama
6. demonstration 15.- panels - student
7. laboratory work 16. field trip;
8. test .
9. movie

In the introduction, time, space, equipment, and materials were
noted as prime factors in strategy selection. There are other considerations
besides environmental constraints which influence the selection of a method.
One of the most important is the power relationship between the teacher and
the studeat. Some methods are or can bé dominated totally by the teacher,
other methods demand’that the teacher relinquish some of his dominance to
the students. A cause of great frustration for teachers and students occurs
when they don't undgrstand their respective roles pertaining to different
methods employed in the classroom. A second source of frustration develops
when a teacher employs one method, tries another, but forgets to change
his "power" and enjoys no learner success because the students typically
ére "reading'" the teacher and gauging their behavior by his. Students .
respond to the stimulation provided by the teacher. If the teacher calls
for a controlled non-creative environment by his actions, the §tudents
vsually comply. If the teacher calls for a more open relationship, the

students usually strive to meet his expectations.

101 «
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Aruitoxt provided by Eic:

A second factor in looking at the power relationship between
teachers and students focuses on the readiness of students to assume
more dominance in the classroom. The readiness of the students is

influenced most directly by the level and intensity of classroom

conditioning that has been used by present and past teachers. TIntel-

lectual maturity is frequently advanced as a prime factor in deter-
mining which strategies will work. There is an abundance of cvidance
that very young children with appropriate readiness activities can
man#ge a considerable portion of their learning with minimal teacher
dominance. Maturity of the students as criteria for strategy selection
is of minimal importance.

The thrust of this package is to encourage teachers to provide
learning sequences which have varying levels of teacher dominance.

No teacher should use the same strategies day after day. What creates
many of the discipline and motivational problems for the teacher is the
overuse of any one method. Any single method which is used with great
frequency tends to restrict learning.

In all activities used in the classroom there will be varying
levels of teacher involvement - teacher domination. Some demand the
teacher to be the total "show," others ask the teacher to come down
from the podium and éake a less prominant leadership role. Dominance
then, is how much power the teacher usés or has to use to develop the
strategy. To facilitate your understanding of the power the teacher
has in each method draw a number line from 1 to 10, as shown below,
refer to the methods illustrated in Task II and place them in their
appropriate location on the line. More than one strategy can occupy

the same space.

102




1 2 3 4 5 6 7 8 9 10

Teacher has Teacher has

almost all almost no
power power

A key is given in the next page for you to use in checking your
answers. They represent a consensus and should not be thought of as

absolute.

1903
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KEY: TASK Il

9 16 4 14
8 3 15 13
z 11 10 7 5
6
12
1
1 2 3 4 5 6 7 9 10
Teacher Limited
Dominance Teacher Dominance

Remember, these answers represent a consensus of others doing the same

task.

Lo

i
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Aruitoxt provided by Eic:

TASK III:

Another dimension of selecting an activity has to do with the physical
and intellectual energy required to complete that activity. [In the lecture
modefthe learner is asked for little intellectual energy. It is basically
a passive activity. The students sit, immobilized, passively encountering
the teacher and the content being talked about.

The lecture mode, because it demands low energy output, is a passive
learning activity. Active learning experience, 1ikg small group work,
demands high energy outputs, : :

The consideration of how much intellectual energy the student puts
into an activity is crucial when several strategie; are used in sequence.
Most teachers in the elemenéary schools are quick to relate to you the
length of time that a student's attention can be held. In looking at the
arrangement of the total instructional program for a given day, it can
be seen that many energy consuming tasks are completed in the morning and
those that require less intellectual energy are held in the afternoon.

In looking at the format of the day's learning experiences provided in
these classrooms it cén be seen that the level of energy expenditure is
not constant. In éact, the teacher usually follows very demanding
intellectu%} tasks with activities that are restful and ;equire little
output on the part of the student. Usually high energy output activities
should be coupled with low energy output activities. .Thus, providing the

student with a chance to "recharge" ‘those "learning cells."

105
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|

|

| To .help build an awareness of the energy used in each method, draw a
|

number line 1=10\end. Take the same 16 learning strategies and place

represent the concensus of the jury. Also rem~mber that it is possible

to place more than one strategy in a ‘slot.

N

|

1

|

|

|

|

_ ‘
them on it. As with the preceding task, the answers given in the key .

.  Question/Answer 10. Pupil Report

2. Discussion 11. Seat Work

3. Lecture 12. Guest Speaker

4, Small Group 13. Role Playing

5. Individual Work ° 14. Socio Drama

6. Demonstration 15. Panels - students
' 7. Laboratory Work 16. Field Trips

8. Test

. 9. Movie ..

1 2 3 4 5 6 7 8 9 10
Require Most Reduire Least
Student Energy Student Energy
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\ KEY: TAST ITT ’
1 10 8 16 13
® 12 15 2 34 %7 5
9
6
T 2 3 4 5 6 7 89 10

These answers represent a consensus of the jury.

E;BJ};‘ 107
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TASK IV:

Another perspective that needs examining in.critiquing an instrumental
sequence relates to the residual effect chat a method has on the learner.
Everyone has been in classes where teachers have lectured for a long period

¢
of time (20-40 minutés). To close the hour, the teacher often wants to have
a ¢lass discussion. Often the discussion is not successful because the
residual effects of the lecture (passive, low energy, high teacher dominance)
will not permit quick entry into high energy learning experiences. The
inagility of the students to make this'transition in a short period of time
.often frustrates the teacher and creates a self-fulfilling prophesy where
the teacher concludes inability of students to discuss--cites the poor
quality of students,.and then just lectures the whole hour instead of
the usual 40 minutes to save himself from the anguish of trying to discuss
when the séudents will not. The tragedy here is that because of the
teaéher's inabiiity to ugderstand the impact of lecture on the students, he
is being trapped into an instructional mold. He believes that the lack of
student participation’ in the discussion is a defect in their abilities
when the real cause for their lack of participation is the teacher. The
teacher did not realize that the lulling effect of the lecture would be
carried into the next activity. The students were not able to move because °
of the "set" created by the teacher through the use of the lectyre method.

The lecture-discussion relationship i; not only one where‘the residual
effect of one method is carried to the other.

Question: 1. In your trios, produce at least three other pairings
where energy of the first activity is carried to the
second.

2. In your trios, produce a list of at least three things

a teacher can do to help break the. "set" created by

»

the first activity.

168
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Presented here is a summary by Clifford Gillies of a study done by

. Martin N. Olson of Columbia University. The study examined indicators of

P
2’

quality as perceived by over 4,000 students. The study is reported in

3

its entirety in the Association of Public School Systems Bulletin, Vol. 22, ;

- |
1

No. 5. January, 1971.

ERIC 109
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. The inclusion of this data hopefully will raise questions similar
to the following items which should now be discussed in your trios.
1. Why the low marks for the lecture and seat work methods?
2. Which methods received the highest ratings? Why?
3. Why do some’ teaching areas enjoy higher ratings in ‘all

‘methods than others?

R

111 ‘




TASK V:
' Where are you now?

Thus far in this package you have explored several intellectual con-
siderations' in selecting a method: The amount of teacher control
(dominance), the energy output of students (active vs. passive 1earning);.
and finaily, the quality of a method as perceived by the sgudents.

(a) To help firm these ideas in your mind, make a list of the
b1

methods yoﬁ used in the last day or two. Keep them in the
:order in which they were used. Evaluate then from the
; dominance perSpéctive and the enefgy perspective.
i. Did you have two or more f—dominated activities in
sucqgssion? Why? .
ii. Did you have two or more student high energy éqtput
. activities sequenced together? .Why?
iii. If you were to assign the ratings given by students to
each metﬁod, what would your score be?

. (b) In your trios, revamp each list of methods so as to provide

the most variability in Teacher-dominance and student energy

an also maximize the persons 'quality" score.




TASK VI:

Thus far the package has focused on several intellectual and
philosophical criteria that can be used in selecting instructjo;ai
strategies, There are environmental considerations that are equally as
prominent. These factors include time, space, and size of class.

In Task III reference was made to the placement of an activity,

and it was noted that coupling certain methods might produce "lags"

"in student productivity. If the student is not ready for the method,

there is no way a teacher can wish production from the learners.
The time needed to complete an activity is difficult’ to measure

f .
. /
because expression of the variables between classrooms will not be

‘constant. What one group can get done in a certain length will not be

a valid predictor of what another group can do. In most lessons a rule
of thumb for the application of any strategy would be 10 to 15 minutes.
If the teacher has the éctivity planned, the task can be accomplished
within that time framé. Frequently, additional time is used in the
transitions before and after the use of the methoa. A teacher needs

to be wary of using more time than needed in these transition periods.
Once the time interval for the strateé& has been determined, the
teacher néeds to»}qok at the means to get the students to move in and

out of the method using the least amount of time.
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Several method couplings are listed. 1In your trio prepare ways

!
to reduce the "shock" of ithe next activity. On sets A and B specific
\

events are described fin each transition. As individuals and then in

trios describe how students can be moved easily from one activity to
\
o v

another in examples C and D.

A. Activity {#1 Transition Activity #2
QUESTION/ANSWER DISCUSSION
\ Key Teacher summarizes

| questions and writes several
‘ questions on the board to focus
- the discussion.

B. Activity #1 Transition Activity {#2

ROLE PLAYING DISCUSSION
Y :

\ :
. Key Have students des'crib‘e, the -
: feelings of the characters

in role playing activities.

C. Activity #1

Transition - Activity #2
LECTURE i SMALL GROUP
D. Activity #1 Transition Activity #2

Questions to be aﬁswered first by individuals then checked in trios.

MOVIE

SMALL GROUP

1.: What is the relationship.between the activities used

s .
in transition and the major methods in the lesson?

2. ‘Should the transition activity be closer to Activity #1

or Activity #2? wﬁy?
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TASK VII

Frequently the range of strategies used in a classroom is restricted
by a combination of furniture and floor space. Other considerations
such as accoustical treatment or lack of it, tend to present very
real problems with respect to préviding variable use of instructional
strategies. There are times when teachers use their facilities as a
means to rationalize poor instru;tion. Far too often the teacher shields
his poor performance with the plea of poor facilities when in fact the
real reason is ignorance or laziness.: All classrooms have some rést;ictions
or limitations--the sound carries too far or not far enough; desks too big,
too little, square, round, etc. IL is not hard to find something in
any classroom that may restrict the teacher's repertoire of methods.

There are also things in your buildings that help strategy utilization.

Sometimes these helps.aré seen by one person but not another.

- 1
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Complete the following items:

On the next activity list the three or four most frequently

1.
used methods in your classroom. With each method, write
down those fa;tors that help the method and those factors
that hinder the application of the method. Rank order the
helps and hinderances. Assign #1 to the most important
help; #2 to the second most important and so on. Do the same
with hinderances.
~ Example A: Method: Small Group
Helps hinderances
Method 1
Helps Hinderances
Method 2
Helps Hinderances ‘
Method 3
Helps Hinderances
Method 4

Helps Hinderances




1.

2.

-21-

Compare your analysis with the other members of your trio.

In this comparison jook for elements that are common to all

3 or 4 methods on the help column. In your trio, prepare ways
to increase the items that are helpful.

Which elements are common on the hinderance column? In

groups prepare ways to reduce the hinderances.

Now as individuals take thekiemainihg‘stgategies included

in this package (listed in Task II) and evaluate their potential

‘use in your classroom. The potential of each method should be

accompanied by an analysis showing in rank’ order the helps and
hinderances you perceive in that method's application.
Share your assessment with the other members of the trio. Help

the members of the trio find reality as to the potential of each

&

methoa.

Questions:

What are ways some of the hinderances can be reduced?

What are ways to increase those helps that you were able to

recognize?
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‘PASK VIIL:
One of the most common concerns of teachers is the number of students

they have the responsibility to teach. Bruce M. Mitchelll notes in an

article published in the Peabody Journal of Education that many of the
S \

™~
beliefs about the effects oficlass size on:academic achievement, pupil
\ .
A
morale, teacher morale, student social adjustment and strategy selection

\

are for the -most part myths. \
Gillis in abstracting Olsoh's2 study of Indications of Quality .
produceh the following tables. E
1. In yohg trios, determfye the level of quality of instruction
you are providing by néting the subject area, the strategy usei///

and the class size.

!

lSmall Class Size: A Panacea for Education Ills? RBruce Mitchell, Peabody
Journal of Education, July, 1969. «

2"Knpw How", Assoc. Pub. Sch. Systems, Morten N. Olson, Vol. 22, No. 5,
January, 1971.

Cliff Gillis, Principal, Mariner High School, Mukilteo School District,
~ Washington. ’
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TASK IX:

You have been exposed to a number of ideas on the selecting and
utilization of'strategies. The test of any learning packet rests with the
teacher's applicaéion. To facilitate your use of these ideas, the follow-
ing activities are suggested.

1. Take one content area and outline i;gfor a period of time

covering about ten instructional periods.

2. In your trios, select the strategies that will have the

greatest impact on thé learners. Keeﬁiin mind the student
energy, teacher dominance, transition and the effecg on
learners.

3. Get a sheet of butcher paper large enough to display your ideas.

Use the chart design given below. .

Outline Level of Level of

of Activities or Teacher \ Student

Content Strategies Dominance Energy Student Gains

= 1 ;

I. Small Group Medium/low high 1.
a. 2
b. Transition 3.

II. Pupil Project Low Medium/ 1.
a. high 2.
b. Transition
c. 1.

4. Put your chart up and explaln it and your reasoning to the
|

other trios. ] \
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SUGGESTED UNIPAC FORMAT

s )

The following pages contain a suggested format for the
construction of a UNIPAC. When the print is in this
type face, the material is to be included in the UNIPAC.

If the print is in this type face, the material is pre- -

sented as exzplanation for the benefit of the person

producing the UNIPAC and is not written into the UNIPAC.

‘The green paper indicates those sheets which constitute
the TEACHER'S SECTION. Although they are split here for
purposes of constructing a UNIPAC, they would actually
be all together and make up the front section of your
UNIPAC as indicated by the page numbers.

UNIPACS SUBMITTED FOR THE "BANK" MUST BE CLEARLY TYPED
(OQRIGINAL PREFERRED) WITH PICA OR LARGER TYPE IF POS-
SIBLE. ) '




IDENTIFICATION PAGE

Title: This ‘should be an attention getter; it does not have to be the
. . same as the idea, skill, or attitude.
Subject:
Give the generaZ area of the curriculum where the UNIPAC could best
be uged; t.e., Science, Soctal Studies, Humanities, Business Edu-
eation, P.E., ete. _ . . ‘
Performance Level: E l
Give the general level for which the UNIPAC was designed;-i.e., 1
Primary, Intermediate, Middle, Secondary, or Adult. While the ‘
UNIPAC may have been designed for one specific learner, it probably
has wider applicability. Any special requirements or unique puptil
performance that is needed should be indicated.

Purpose: ,

This epoanatLon should include the needs of the learner the pro—
ducer had in mind at the time of production. It should also
explazn whether the UNIPAC relates directly to a course of study,
is for independewnt study, or is a quest type activity. !

» * Producer(s):

Give the name(s) of .those who were involved in the productzon of
the UNIPAC. Do not list those who assisted as consultants.
Address:

‘ Give a complete address, including zip code, where the producer(s)
may be contacted. Home addresses are preferred as contacts may .
need to be made at times when schools are not in session, or if
teaching assignments change. If there were several producers, the
first name listed should be designated as the person to contact.

Production Consultant:
This should be the name of the consultant who worked with the pro-
ducer(s) at a workshop, seminar, college course, or by correspondence.

Date Submitted:
Give the* date the UNIPAC was sent to the Materzals Center.

Date of Local F1e1d Testing:
Provide the date of testzng by the producer(s) in their local sit- .
uation. If no testing-with learners was accomplished, it should be

so indicated.
Field Testing Results: '
Provide a short subjective report of the results of the field test-
ing with a description of the user(s) and the conditionc under
which the sampling was obtained.

Date of Acceptance: ]
This space is left bZann. The Matarials Center will provide this

' date after processing tne UIIPAC.
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If the discovery approach is used, this page would NOT be¢ included
as the first Page of the Student's Section. However, if it is
included, it would have to be simplified for some levels of ability.

. 1. Statement of Idea, Skill, or Attitude
A. Major Idea, Skill, or Attitude to be learned.

This should be a specific statement of the idea, skill, or
attitude to be learned. One sentence usually is sufficient.

B. Component Ideas, Skills, or Attitudes
ll
2.
3.

A component is an essential element which, when united
with other components, further identifies the magjor ‘
idea, skill, or attitude to be learned.

List as many components gs are required to support the
main idea, skill, or attitude. Usually there are at

. least two components, but not usually more than five
or sizx.

‘ 1I. Learning Objectives

The learning objectives should be stated in behavioral
terms and usually contain three elements:

1. The performance expected of the learner
2. The conditions under which the performance
will take place

3. The proficiency level expected of the learner

The number of objectives is determined by the producer.
Usually, there will be at least one objective for each
component idea, skill, or attitude to be learned.

ii (This is the page number for tne
Q 124 teacher's section; i1f il is
placed in the student's section,
a different number would be us2d.)




This 18 the cover sheet for the Student's Section

i
|
* 1
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THIS SECTION FOR STUDENT USE

(title )



PRE-TEST ,
. (or POST-TEST, the format is the same)

“

Purpose of the Pre-Test (or Post-Test) : |

Explain to the learner why he is taking the pre- or post-test.
The learner should be made aware of the relationship between
this evaluation instrument and the Learning ngectzves In the
case of the pre-test, he should be encouraged to view the test
as a method of gatherzng information about how he is to pro-
ceed through the UNIPAC, not as an instrument to be graded or
one that is PASS-FAIL. :

Instructions

This must be speczfzc It tells the learner exzactly how to
proceed, what functions he must perform, whether to score the
test himself, (if so, tell him the location of the key) or
tf he should consult with his teacher about the results.

BODY OF THE TEST - : . .
The pre- or posi-test should measure achievement of the learn-
‘ ing objectives and allow for determination of the extent to
which the student understands the major and/or component zdeas
8kills, or attitudes to be learned. .

Thée usual format for a pre-test would evaluate all the com-

ponent parts. However, another suggested format is to construct
the pre-test in sections so that a correlation between the com-
ponent idea, skill, or attitude, the associated learning objective
and the specific part of the pre-test can be determined. It may
be designed to allow the learner and/or the teucher to select
only those lessons that require the learner'’s time. If the
learner has already gchieved an obaectzve that part of the UNI-
PAC could he tignored.

IN SOME UNIPACS THE PRE- AND POST-TESTS ARE THE SAM&, BUT A

USUALLY THEY MEASURE 'THE.SAME THINGS USING DIFFERENT TEST
INGREDIENTS.

The keys to the pre- and post-tests are usually contained in
the teacher's section.

THE PRE-TEST IS THE SECOND PAGE OF THE STUDENT'S SECTION. THE POST-
TEST IS USUALLY STORED IN THE TEACHER'S SECTION '

‘ .
‘ ?
.
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LESSON(S) - .
Number them according to need; usually, there is a lesson for
each component. . , .

Component:
The specific component idea, skill, or attitude selected as the

central theme of this lesson would be stated for the learner.
Depending on the learner's ability level, the statement may or may
not be a repeat of what was expressed in the teacher's section.

Objective:
The specific learning objective(s) to match the component as stated

above would be presented. Student ability level considerations
apply as above.

Instructions: . . ,
Be specific, indicate exactly what the learner is to do. If there

are resources or equipment he needs before he proceeds, tell him
what is needed and suggest how he might proceed to acquire them. .

The learner may not need to do every learning activity suggested,
or he may be required to do some activities, while other activities
would be optional alternatives from which he may choose based on
what he and/or the teacher feel will help him achieve the learning
objectives(s). ‘

Learning Activities:
If the information to be presented is originated by the producer(s)

of the UNIPAC, it would be presented here. If outside resources are
also relied upon, there should be some introductory explanation
setting the stage for what will be. received. from such outside sources.

Diversified Ze&rninguaétivities should be listed as either additional
activities, primary activities, or supplementary activities. (See
explanation under Instructions above) '

Materials: For example - textbooks, periodicals, programmed
texts, pamphletsy etc. '

Media: For exzample - films, filmstrips, records, tape
' recordings,. 8 mm single concept loops, video tape
recordings, study prints, etec. N
Methodology: . ’
' For example - large group where media is used, small

group, teacher-pupil conference, research in the
learning resource center, etc.

\‘Seif~Eva1uation:

This can be an activity, an experiment, an exercise, or questions to
be answered. Some method of self checking should be provided.

If the producer desires, the self-evaluation can be combined fér two
lessons. In that case, the self-evaluation would be at the conclusion
of the second lesson.

1217



Suggestions should be made to provide guidance for those students who
desire to continue exploration of the idea, skill, or attitude to be
learned which was the subject of this UNIPAC. Items listed should be
presented as SUGGESTIONS, and should be worded to indicate they are.

The final suggestion to the learner.which appears in this section’
usually is for him to proceed in any quest which he desires. However,
the learner should be directed to discuss his ideas with his teacher.

Write only one or two quest activities, but indicate to the student
he should identify his oun quest activity. REMEMBER, the student
should NOT be graded on his quest because he has already completed

the post-test. The quest should deal with related ideas, NOT the one
taught by your UNIPAC.




ANSWER KEYS FOR SELF-TESTS

The self-tests can be an activity, an experiment, an
exercise, or a few questions to be answered. However,
REMEMBER, these are SELF-Tests and some method of
gelf-checking must be provided. )

NOTE:

The key to the post-test is stored in the teacher's
gection and serves as a terminal check for the teacher
to know when the student has reached the "end” of the
UNIPAC. \



STUDENT EVALUATION FORM
for

UNIPAC
(write in title of UNIPAC)

Please complete the form below and drop it "ih your teacher's box. You
don't need to sign your name. Your opinion will be appreciated, so
.don't ask a friend to help you, please. '

Place an X in the appropriate blank.

°

1. Before you started this UNIPAC, did you like ' .

(write in the subject)
yes no
]
2. Do you like now? ,
(write in the subject)
yes no B

3. Do you like the UNIPAC:metﬂod of learning, or the required daily
assignment method of learning? i

UNIPAC Required daily assignment
4. What do.you like best about this UNIPAC? - .

5. What do you dislike the most about this UNIPAC?
6. How could this UNIPAC be improved?

7. Rate this UNIPAC with a value from 1 to 5:

One (1) means you think this UNIPAC was no good.

Three (3) means you think this UNIPAC is "OK.™

Five (5) means you think this UNIPAC is very good. .
Two (2) and four (4) fall between '"no good" and "OK,'" or "OK" and

-

Your rating

130

"very good."




THIS SECTION FOR TEACHER USE ' )

(title)
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Instructions to the Teacher

~I. 1Instructional Approach

. Indicate whether the UNIPAC .consists of facts, data, and information to
be presented to the learner or if the discovery approach is to be used.
If disclosure of speeific items of information by the teacher would .
negate potential "discovery" value to the learner, those cautions
should be included in this section. g

v

II. Identification of Learners

Suggest .methods for identifying those students who would most benefit
from this UNIPAC. If there are prerequisites, limitation, or previously
acquired skills necessary for a learner to proceed with this UNIPAC,
they should be specified in this section.

ITI. Speciai Instructions
A. Equipment Needed - for ezample: 16 mm projector
B. Materials Needed - fgr example: The World Almanacé l .
C. Media Needed - for example: 16 mm film
D. Facilities Neecded - for example: science laboratory, bunsen burner

If the successful application of'the UNIPAC requires ttems not
normally found in the classroom or school, they should be speci-
' fied in this section. If the learner is directed to refer to’
printed material, a complete bibliographic entry must be included
here. In the case of AV media, give all pertinent data: title,
producer, film size, tape:or record speed, etc. ‘

IV. Instructions for .Evaluation
A. Special requirements:

If there are special cautions that the teacher needs to know

before proceeding with any of the evaluation materials, they should
should be listed in this section. If realia or special oral ques-
tions are to be used, they should be calied to the teacher's
attention. : :

B. Test Keys

Usually, the only keys in the teacher's section are for the pre-
and post-tests. The Student's Section usually conlains the keys
for the Self-Tests. If the Pre-Test or Post-Test 1s of such a
nature that a key can't be constructed on paper, the outline to
assist the teacher in evaluating pupil performance must be included
here.

V. Suggestcd Subscquent UNIPACS
If there are additional UNIPACS which you know have a close

correlation with this one, they should be listed here. If this
is a UNIPAC from a series, so indicated. ‘
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HOW CHILDREN LEARN TO THINK

‘ There is a danger in too often telling s dents answers - they tend to be-
come too dependent on the teacher and adults, too dependent on sﬁme supposed
authority: The following is a simplified outline of things teachers can do

to help children learn critical thinking. .:

’

The Thinking Process:

kK

- 1.- Locate the problem: The problems can come from class activities

example - Why is there water on the outside of the ice-water
pitcher? ) '

Why don't we have a school newspaper?
2. Holding on to the pnéb]em: Involves keeping the children's
attention on the stated problem and not taking any "side trips."
3. Suggesting answers: The making of suggesyions without pressing
. for possible so]utions; Some answers will be better than others,
but tf all (or most) are not wé]comed, few responses will be made.
Some respohses will be worth writing down for further consideration.
4. Predicting outcomes: From the previéusly ‘acquired suggestions
the teacher may ask, "What wqy]d you expect to happen if we tried
this?" Possible consequences need to be considered: whether they
are desirab]e;or undesirable, the implications of the suggestions, '
what an& who would be involved, costs, possible opposition to the
play, or the support it might receive. On the basis of such
considerations the plan that according to predictions would be
most satisfactory can bezfentatively selected.
5. Getting the facts: Sometimes the problem is merely to find the
facts, and sometimes facts are needed in order to solve the problem.
‘ What sources are available? Books, Committee, resource person and

excursion. On the basis of the facts, the tentative solution may .
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personal satisfaction.

4]

tbe accepted and action taken, providing one has reasoned logically

all along.
Sticking to logic: There is a tendency to escape from true. casual

relations.. Because something happened before something else did,

the first was not necessarily the cause of the second. The rooster

that thought the sun rose because he crowed was dismayed when it
rose on a day he overslept. Judgments need to be as objective
as possible. Prejudices must be recognized. The danger of

overgeneralizing must be guarded against.

Presenting to the class the results of a thinking job well done is a good
incentive to continued good thinking. This can be done in a variety of ways.

But, let's also instill the sense of accomplishment for a job well done as a

+

A word of approval as recognition will often suffice.
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EASTERN WASHINGTON STATE COLLEGE
Department of Education

Working Outline for a Presentation on Using Performance Objectives
to Design Learning Activities

State of Washington--moving ahead

A. Interim programs (certification of presently employed practitioners)
being approved by State board
1. speech and hearing clinitians
2. school counselors

B. Professional education agencies (colleges/universities, professional
associations, school organizations) working out new relationships to
assume responsibilities for professional preparation, staff develop-
ment, and certification

C. agencies working on performance criteria

Professional education--2-sevel cons1derat1on

A. primarily professional education agency 1es')_dec1s1on--what is it
that you want people, who wish to play certain professional roles,
to be able to do?

B. agency (les) in relation to 1nd1v1dua1--how will professional edu-
cation agency (les) help unique individuals become what they want
to become individually and still achieve competence in playing the
roles that the responsible and author1zed agency (les) has (have)
defined? .

C. sum--during program implementation, are individual and agency (les)
objectives and intentions being realized?

Professional education and certification

A. related to whether or not objectives and intentions can be realized
and continually renewed

B, what a person can and should do as evidenced by what he does do

C. as that affects ultimate consumers--common schoo} children and
youth .

hat~$§\1eiining?“‘

learning--process of changing

‘evidenced by behavior

talking about vs. do1ng

concentration on ends in the sense of whether or not individual
does learn or evidente a desired goal

E. concentration on means (instructional planning and methodo]ogy)
the sense of how can one.learn or evidence

1. freedom for teahceis in planning and teaching

2. freedom for learners in ways to learn or evidente

Performance objectives

A. specify clearly what the learner will be able to do when he has
achieved the objective; a proposed change in the learner

B. describes important conditions under which learner will be expected

to demonstrate his competence

how learner evaluated (acceptable performance)

performance outcomes of teachers--performance of teachers and con-

sequent performance of clients (pupils) engaged in learning uader

supervision of those teachers

< ) 13")
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VI.

VII.

VIII.

IX.

E. what do I need to know to be competent in Language Arts as a dis- _
cipline (Prerequisite)

F. what do I need to affect pupils of Language Arts (teaching behavior)

G. student performance--one index of teacher's ability .

Learn1ng (or screening) "packages"
A. one way of looking at "packages" and.their components (see p.4)
B. deve]op1ng into learning systems

Performance objectives and learning "packages" -- some advantages
A. learner's sequencing and scheduling own learning activities
B. creating his own activities

.C. through feedback {self-observation), learner can evaluate his

own progress-

evaluation becomes helping, not preventive

clarify of intent of what is to be learned

quality of goals emphasized (continually building)

appropriate and "fair"™ evaluation on whether or not something
has been learned (basis of student.,and teacher performance)
Performance objectives and learning units—-qua]ification-e]aboration
provide a place of a whole .
not a comprehensive learning or evaluation device

des1gned to be useful fdr what learners are preparing to do
:examining roles and writing objectives--rewarding

analysis and writing provide perspective and direction for se]f-
improvement—— )

M mo

Mmoo o3>

Difficulties in writing performance obJect1ves for profess1ona1 roles

A. tough intellectuad work; people, given an objective writing
assignment, often exh1b1t avoidance behavior

B. difficult to keep categories of objectives "clean"; people get

bogged down trying to develop a satisfactory scheme for relating

less specific with more specific objectives

many want a model set of objectives . . . to avoid “above

in a non-authoritarian environment (approval and positive rein-

forcement lacking), some people and groups lose interest; result--

story-telling, humcr, relating of personal experiences

E. educational larguage is not precise; available taxonomies apply
to writing of objectives for students, also not performance
oriented; difficult to find useful definitions

F. persons ego-involved in discussions; preconceived not1ons of role

and/or present work assignments may confuse work on writing ob-

jectives "

many have spent time writing obJect1ves--haven t seén results

takes time to reflect on professional roles and analyze them

carefully; some grow impatient with group pace and problem

'solving

I. some persons and groups have difficulty dealing with abstractions
and the meaning of words

J. some people are hesitant to confront groups with their feelings
regarding the group's effectiveness;' neeced--expression of feelings
so .that individuals and groups can examin~ and work of effectiveness

[wit I qp]
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X. Professional education and certification--as a means of helping
) ‘ teachers, prospective teachers, and students realize their objectives -
and intentions
A. learners desire to know what is being asked of them and why (rationale -
for doing specific things) |
B. teachers (educators) are interested in preparing effective instruc- |
tion
C. educators--interested in communicating certain skills and know- J
ledge to their students
D. teachers want to communicate in such a way that their students will
be able to demonstrate their achievement of appropriate and agreed |
upon objectives : e .
XI. long and difficult road ahead
if the state is willing to travel it
significant reaults for professionals and prospective educators
most imporatantly for children and youth (main goal in appropriate
preparation and certificaticn)

-
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LEARNING (OR SCREENING) UNIT /

3

1

N v

z:m1m is the Amm1=m1 :oz/Pz 1m~mﬁdo=

to a specified objective? e ——— e

Where does he want to go in relati : task ‘or task or task or Jmm1=m1

*to that objective? . activity, activit activity “n1mmﬂmm

this own

!
I
~i

What are some alternative ways that
he can take to get there?

How does he know when he has arrived?- //////

evaluation (feedback)

performance
objective

\
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Some comments, assumptions, biases concerning professional education staff
development, performance objectives, and learning (or screening) units:

’ A performance objective states that under certain conditions, a learn-
er will do something specific, to some specified extent.

Performance (or behavior) can be observed, to some degree described,
and in some way valued (in and of itself and/or in terms of its
effect on others).

Responsibility for achieving an objective is shared, by the In-
dividual learner and that person or those persons, or agencies,
authorized and designated to be responsible.

Learning unit designers are responsible for providing a rationale
for instructional objectives and learning activities.

Learning unit designers should attempt to specify who the learner
is §a$gience), and what role (s) the learner will be trying
to fulfill

The learning unit should be usable accord1ng to the appropriate
role(s) that are identified.

The learner and unit teacher-evaluator should agree on the appro-
priateness and consistency of the unit components.

Given an agreed upon objective or set of objectives and a general
context for learning and evaluation, the learner should be pro-
vided some freedom in specifically what, where, when, how and why
to learn.

Learning is change; it is not necessarily linear: It may be a
function of varying and various experiences.

’ There may be prerequisites for approaching a specific objective or
learning activity.
. Two or more units can be brought together to make a learning system.

Evatuation should be a form of self-observation so that the learner
knows where he is in relation to an objective.

Evaluation should attempt to be a verification and comparison of
the perceptions of the learner by the learner and his unit _
teacher-evaluator. :

Evaluation should be hoth specific and helpful so that the learner
can make appropriate decisions considering the extent of his,
abilities and weaknesses.

Learning tasks and evaluation procedures should provide.a learner
with his own learning style, abilities, and wedknesses.

The criteria (traits to be exhibited) indicating whether or not

" a learner has achieved an objective should be specific (but open-
ended) and known (and understood) by the learner and his unit

- teacher-evaluator. '

' The effectiveness of a learning unit or system is, to some degree,
a function of the unit designer, the unit teacher-evaluator, -
and the individual learner.

The importance or value of a unit or system may be gauged in terms
of the effect it has upon its immediate "consumers” (designers,

) teacher-evaluators, individual learners).

The value of a learning unit may be weighed by whether or not it

|

|

helps the learner affect others to help satisfy their own needs
and objectives.
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in that professional education, performance objectives, and learning tasks are
in some sense geared for the learner to affect others, the relationship be-
tween the learner and his learning agent (helper) can be reflected and re-
capitulated in other learners and agents, and in the educational and societal

sys tems at large.

\

4?——:L““—j> his learners t\>

his agent 4;__5¥i1\1iiining agent £ 2> learner

N.B. Whatever the scheme,
Tearner and learning.

activity centers around or resonates from the
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KEY CONCEPTS OF INDIVIDUALIZATION

Knowledge of pupils. The teachers know each pupil. This concept is
broader than merely knowing an I.Q. or a reading score. It indicates
knowing the habits 1nterests, hobbies, family re]at1onsh1ps and other
aspects of the pup1] s life outside the classroom.

Physical facilities. A variety of resources is available and in use.
This covers every type of resource ‘for in-class or out-of-class use,
including programmed materials, audio-visual aids, as well as books,
newspapers, magazines and specimen objects.

Different tasks. Different pupils work on different tasks selected at
least in part by the pupils themselves. Teachers make a variety of
assignments designed to 1nd1v1dua1 requ1rements for both in-class and
out-of-class work.

Participation. Learning act1v¥t1es are sufficiently varied that all
pupils are seen participating in some learning activity.

Commun1cat1on Instead of send1ng out oral messages to "whom it may
concern", the teacher communicates individually as may be needed with
pupils singly or in small groups.

Modification of questioning. The teacher's questions vary in type and
difficulty for different pupils, and in order to make sure each pupil
understands.

Complementary teaEher-pupi] roles. The teacher adopts the role of a
resource person and helper: The pupils contribute to the direction or
content of the lesson and have the opportun1ty to leed and initiate
change.

Time for growth. The time that pupils require to complete a given task
or master a given concept or skill must, because of individual difference,
vary greatly. The teacher therefore prov1des for both extra help and
enrichment through planning or allowing the use of extra class time.,

Individual eva]uat1on Instead of a fixed standard that all are expected

to atta1n, or fall by the wayside, evaluation is judged as change or
improvement at individual rates of growth and development.
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‘ KEY CONCEPTS OF INTERPERSONAL -REGARD

10. Demeanor. The teacher is relaxed, good-natured, cheerful, courteous
and, if using humor, always inoffensive, rather than yelling, shouting,
frowning, glaring, insulting or sarcastic. Pupils reflect similar
demeanor.

11. Pa;jence. Both teacher and pupils take time to listen to and accept
one another, rather than press, hurry, interrupt or give rigidly
directive orders.

12. Pupil Involvement. Pupils are eager, prompt, willing, show initiative
or make voluntary contributions, instead of being apathetic; reluctant,
or slow to respond. .

13. Physical movement is permissive, free, instead of submissive and
dominated by the teacher.

14, PRespect. There is mutually shared respect among pupils and teacher as
evidenced by commending, accepting, helping, rather than rejecting or
ignoring.

15. Error behavior. Pupils and teacher both openly and naturally accept
and recognize errors of each other, rather than trying to cover up,
. losing face or showing guilt.

16. Pupil problems. Personal problems or handicaps are accepted with con-
sideration, understanding and sympathy, rather than with ridicule or

embarrassment.
17. Atmosphere of agreement. Pupils and teacher respect opinions of others o
. and come to agreements without external coercion; conflict and hostility

are not characteristic of problem solving.

18. Teacher-pupil identification. Teacher meets pupils on their level as
one of them and is not withdrawn, aloof or superior.

19. Evaluation as.encouragement. Positive, encouraging and supportive
criticism, which pupils accept, is used rather than discouragement,
disapproval, admonishment, blame or shame, which pupils ignore or reject.
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20.

21.

22.

23.
24.

25.

26.

28.

KEY CONCEPTS OF CREATIVITY

Time for thinking. Time is allowed to think and discover, play with
ideas, manipulate objects, experiment, without pressure to get
"the answer" or get it "right".

Abundance of materials. Pupils have the stimulation of materials and
other resources in great richness and variety.

Skills of thinking. A variety of skills used in creative thinking is
practiced: inquiring, searching, manipulating, questioning, abstracting,
analyzing, summarizing, outlining, generalizing, evaluating and the like.

Testing ideas. The examination, comparison and testing of divergent ideas
are encouraged, as opposed to referring to authority.

Unusual ideas. Unusual ideas are entertained without anxiety or tension,
and unusual questions are considered with respect,

Question and answer technique, The teacher uses open-ended questions
rather than questions with a "right" answer presents unsolved problems
rather than a lecture with "correct" information filled in; pupils test
and challenge rather than attempt to key.in on the wanted correct an-
swer, and are encouraged to consider questions for which they do not
have the answer,

Se]f;initiated activity., Pupils take responsibility for self-initiated
learning, extend the limits of the topic, and the teacher encourages and

credits pupil efforts to go beyond the lesson plan assignment or question.

Opportunity for speculation. There is much opportunity for guessing,
supposing, hypothesizing, forecasting results with and without evidence,
without the fear that wrong answers will be penalized, as opposed to
handing out the correct answers in order to save time.

Evaluation as motivation. Originality is rewarded with recognition,
pupils' ideas are treated as having value, unusual questions and

diverse contributions are recognized and praise rewards creative effort,
while formal evaluation and marking are delayed.
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29.

30.

31.

32.

33.

34.
35.

36.

37.

38.

39.

40.

KEY CONCEPTS OF GROUP ACTIVITY

Phys%ca] arrangement. Seating facilitates interaction, as in face-to-

*face rather than audience situations.

Teacher purposes:- The objectives and purposes of the teacher are to cultivate
and facilitate social s+ills, cooperation, idea exchange and shared problem
solving, rather than require pupils to work in isolation.

Decision making., The group shares in decision making, rather than having
decisions made by the teacher, and the group told what to do. {
Intercommunication. There is pupil-pupil communication as well as teacher-
pupil communication, and pupils are free to seek as$istance among their
group mates.

Conflict resolution. Where conflict among group members occurs, the group
itself resolves the conflict rather than requiring policing by the teacher.

Cooperation. A1l pupils are seen cooperating in the group activity.

Rola distribution. Pupils share the leadership role with the teacher, and
are free to disagree with teacher proposals.

Group Qoa]s. Goals of the group are accepked by all members of the group
instead of factionalism that divides the efforts and purposes of the group.

Group personality. Syntality, cohesiveness, or a feeling of internal
interdependency characterizes the group personality.

Consenus. The rules or mechanisms for arriving at group decisions result
in uncoerced consensus rather than the forcing of a leader's opinion or
hostility of a minority.

Group evaluation. Evaluation of group attainments is a function of the
group rather than the prerogative of the teacher.

Teacher's group role. The teacher's role is that of a member of the
group rather than that of a d1rector or superior who sets all goals
and procedures.
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KEY CONCEPTS OF INDIVIDUALIZATION

1. Knowledge of pupils. The teachers know each pupil. This concept
- 1is broader than merely knowing an I.Q. or a reading score. It
‘indicates knowing the habits, interests, gobbies, family relation-
ships and other aspects of the pupil's life outside this classroom.

2. Physical facilities. A variety of resources is available and in
use. This covers every type of resource for in-class or out-of-
class use, including programmed materials, audio-visual aids, as
well as books, newspapers, magazines'and specimen objects.

3. Different tasks. Different pupils work on different tasks, selected
at least in part by the pupils themselves. Teachers make a variety
of assignments designed to individual requirements for both in-
class and out-of-class work.

4, Participation. Leatning activities are sufficiently varied that all
pupils are seen participating in some learning activity.

5. Communication. Instead of sending out oral messages to ''whom it
may concern,'" the teacher communicates individually as may be needed
with pupils singly or in-small groups.

6. Modification of questioning. The teacher's questions vary in type
and difficulty for different pupils, and in order to make sure each
pupil understands. .

7. Complementary teacher-pupil roles. The teacher adopts the role of
a resource person and helper: the pupils contribute to the direction
or content of the lesson and have the opportunity to lead and
initiate change. .

8. Time for growth. The time that pupils require to complete a given
task or master a given concept or skill must, because of individual
differences, vary greatly. The teacher therefore provides for both
extra help and enrichment through planning or allowing the use of
extra class time.

9. Individual evaluation. Instead of a fixed standard that all are
expected to attain, or fall by the wayside, evaluation is judged
as change or improvement at individual rates of growth and development,

The four characteristics of the educational setting that are examined in
applying Indicators of Quality were determined by educational experts

who were asked to decide upon what bases they would judge school quality.
Since all four have to do with behavior of pupils and teachers, it is
possible to watch the teaching-learning procedure and determine from the
~behavior observed whether the intent of one or another is present.

But this necessitates knowing what specific aspects of behavior are .
critical to the realization of each criterion characteristic.




10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

KEY CONCEPTS OF INTERPERSONAL REGARD

Demeanor. The teacher is relaxed, good-natured, cheerful, courteous
and, if using humor, always inoffensive, rather than yelling, shout-
ing, frowning, glaring, insulting or sarcastic. Pupils reflect
similar demeanor.

Patience. Both teacher and pupils take time to listen to and accept
one another, rather than press, hurry, interrupt or give rigidly
directive orders. .

Pupil involvement. Pupils are eager, prompt, willing, show initiative
or make voluntary contributions, instead of being apathetic, reluctant
or slow to respond. )

Physical movement is perm}ssive, free, instead of submissive and
dominated by the teacher.

Respect. There is mutualiy shared respect among pupils and teacher
as evidenced by commending, accepting, helping, rather than rejecting
or ignoring.

Error behavior. Pupils and teacher both openly and naturally accept
and recognize errors of each other, rather than trying to cover up,
losing face or showing guilt.

Pupil problems. Personal problems or handicaps are accepted with
consideration, understanding and sympathy, rather than with ridicule

.or embarrassment.

Atmosphere of agreement. Pupils and teacher respect opinions of

others and come to agreements without external coercion; conflict
and hostility are not characteristic of problem solving.

Teacher-pupil identification. Teacher meets pupils on their level
as one of them, and is not withdrawn, aloof or superior.

Evaluation as encouragement. Positive, encouraging and supportive
criticism, which pupils accept, is used rather than discouragement,
dissapproval, admonishment, blame or shame, which pupils ignore

or reject.

An extensive search of the literature was made—-books, pamphlets, period-
icals, anthologies, research studies proposed, written or reported by
aythorities in each of the four areas. What do the experts, as a group,
say must be present in the classroom setting in order for individualiza-
tion of instruction to be realized? What must be present for interper-
sonal regard? What for creativity, for group activity? Conversely,

what in the classroom setting works against the realization of each?

Certain key concépts were found to define the content of the four

criteria. Nine key concepts of dndilvidualization were discerned, ten
key concepts of interpersonal regard, nine key concepts of creativity
and twelve key concepts of group activity--forty key concepts in all.
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KEY CONCEPTS OF CREATIVITY «——x\\

20. Time for thinking. Time is allowed to think and discover, play
with ideas, manipulate objects, experiment, without pressure to get
"the answer" or get it '"right."

21. Abundance of materials. Pupils have the stimulation of materials
and other resources in great richness and variety.

22, Skills of thinking. A variety of skills used in creative thinking
is practiced: inquiring, searching, manipulating, questioning,
abstracting, analyzing, summarizing, outlining, generalizing,
evaluating and the like.

23. Testing ideas. The examination, comparison and testing of diver-
gent ideas are encouraged, as opposed to referring to authority.

24. Unusual ideas. Unusual ideas are entertained without anxiety or
tension, and unusual questions are considered with respect.

25. Question and answer technique. The teacher uses open-ended
questions rather than questions with a "right' answer, presents
unsolved problems rather than a lecture with ''correct" information
filled in; pupils test and challenge rather than attempt to key in
on the wanted correct answer, and are encouraged to consider questions
for which they do not have the answer.

26. Self-initisted activity. Pupils take responsibility for self-
initiated learning, extend the limits of the topic, and the teacher
encourages and credits pupil efforts to go beyond the lesson plan,
assignment or question.

27. Opportunity for speculation. There is much opportunity for
. guessing, supposing, hypothesizing, forcasting results, with and
without evidence, without the fear that wrong answers will be
penalized, as opposed to handing out the correct answers in order
to save time.

28. -Evaluation as motivation. Originality is rewarded with recognition,
pupils' ideas are treated as having value, unusual questions and
diverse contributions are recognized and praise rewards creative
effort, while formal evaluation and marking are delayed.

Some of these relate exclusively to teacher behavior or pupil behavior;
others may be discerned both in what teachers do and in what pupils do.
This overlap among the two types of "actors' on the classroom ''stage''--
teachers and pupils-~results in a total of 51 items to the instrument
derived from the 40 key concepts.

The authorities that were consulted are listed below, classified by each
of the four criterion characteristics. It may be seen that some authori-
ties appear in more than one area. Following is a list and brief descrip-
tion of the 40 key concepts derived from their writings. A citation of
the literature and a fuller description of how the concepts were derived
is contained in the publication Signs of Good Teaching, available from

the Institute of Administrative Research.
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.’ . KEY CONCEPTS OF GROUP ACTIVITY

' 29. Physical arrangement. Seating facilitates: interaction, as in face-
to-face rather than audience situations. ’

30. ‘Teacher purpose: The objectives and purposes of the teacher are to
cultivate and facilitate social skills, cooperation, idea exchange
and’ shared problem solving rather than require pupils to work in
isolation.

31. Decision making. The group shgres in decision makiﬂg, rather than .
having decisions made by the teacher, and the group told what to do. _ .

32. Intercommunication. 'There is pupil-pupil communication as well as
teacher-pupil communication, and pupils are free to seek assistance . ) )
among theilr group mates. i

3

33. Conflict resolution. Where conflict among group members occurs,
the group itself resolves the conflict rather than requiring policing
by the teacher.

34. Cooperation. All pupils are seen cooperating in the group activity.

35. Role distribution. ® Pupils share the leadership role with the teacher,
and are freeé to disagree with teacher proposals.

36. Group goals. Goals of the group are accepted by all members of the
. group, instead of factjonalism that divides the efforts and purposes
of the group.

37. Group personality. Syntality, cohesiveness, or a feeling of internal .
interdependency characterizes the group personality.

38. Consensus. The rules or mechanisms for arriving at group decisions
result in uncoerced consensus rather than the forcing of a leader's
opinion or hostility of a minority.

39. Group evaluation. Evaluation of group attainments is a function
of the group rather than the prerogative of the teacher.

40. Teacher's group role. The teacher's role is that of a member of
the group rather than that of a director or superior who sets
all goals and procedures.
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""MACHINE SCHEDULING"
. by
Dr. Dwight Allen

(A speech to the Oregon Program Team Teaching Project, Summer, 1963)

In this presentation I wish to discuss "modular scheduling." A definition of
"module" includes its horizontal dimension, which is the number of students,
and the vertical dimension, which is the length of time involved. This means
that we can then define an area to be scheduled.

At Stanford we started out some four years ago to solve the problem of scheduling.
The reason that we started out to solve the problem ¢ame about after we had

been working with some of the proposals made by Dr. Lloyd Trump and others. We
asked the question: "Well, this is all very good but how do you put together
your schedule?" We called Lloyd Trump and asked him how to do this and he said
he hadn't gotten that for yet. We then called IBM and they sent up a man named,
appropriately enough, Mr. Smart, and he said that IBM could do anything that we
could do by hand first. We couldn't tell him how we did it by hand so we
embarked on the task of doint it by had which turned out to be quite some task!
Six months, and about a million plastic tips later we developed what we called
the "Mosaic Hilton." This was a five-story "whatchamajiggie' that aad all these
various sized classes fitted together in a mosaic. At that time, IBM said

they didn't think they could help us and so we got into the scheduling busingss.

We have been working for four years to try and develop machine procedures to make
practical schedules and I can report now that we have succeeded in developing
these procedures. We have actually scheduled a school. In fact, we have
scheduled two schools. We have scheduled a school that has a completely flexible
schedule and one that has.a completely traditional schedule. So machine scheduling
i3 something that we can do. We are now doing it; we have done it! We've
scheduled the Lincoln School in Stockton. Tonight, if everything goes well, we
will have our first run with the data for Portland's Marshall High School. We
will have their schedule ready for them by the end of August. There is no doubt
about having the schedule ready. The only doubt is how good the schedule will be.
What we want to do 1s to develop a_scheduling procedure”that will be so good that
it would reduce us to anonymity. The anonymity of the schedule maker is possible
only when he can construct such a good schedule that no one has to worry about
scheduling any“more." We want to develop a procedure which will allow teachers

and administrators to offer the kinds of programs they would like to offer with-
out any regard to schedule limitations. For this reason, we did not start out

to construct a traditional schedule. We did scale a generalized solution,
-insofar as possible, to the scheduling problem. The whole key to our generalized
solution was the idea that the horizontal dimension on the schedule module was

the number of students and the vertical dimension was the length of time. This
means that we can take a course area and say to teachers: "So long as you horor
a module (in our example, we suggest a half hour module,) you can develop,

classes however you wish. You can have classes that are one module long, two
modules long, three modules long, four moldues long, ten modules long! This 1is
up to you. You can alter these as you wish so long as you stay withing the
framework of the basic module. In terms of the size of class there is no problem;
it can contain any number of students you want. You can have some classes that
comprise the whole group; some, that are half of the group; some that are a quarter
of the:group; however iany youLwant. What we are really saying.to teachers i1s

v
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that they have an area to be scheduled and that if they want{ to have some large
group instruction, some medium-sized group instruction, s small group instruction
or some independent study, this is up to them to define. We can then program

the machine to sort out the modular data and to submit sample schedules which

are subject to continued refinement in their initial form.

Suppose an English teacher, instead of having five classes of thirty, is assigned
the responsibility for 150 junior students. Next the teacher is told she may
teach these students according to any schedule she desires. '"Well," she says,
"I'd like to see them three times a week for a half hour - altogether, all 150

of them." Fine, we'll do that! Then she says, "I think that I'd like to have
three groups of fifty in a resource center for an hour and a half where they can
be writing on things and investigating things and I have some time for individual
conferences and so on. They will be working pretty much on their own, but I will
be there to work with them. We want this a little bit longer so they can really
get immersed in their work and carry it through. Then 1 think I want to have
them ten at atime. Fifteen groups, ten at a time, so that for one hour each

week I can really sit down with a small number of students and have a crackerjack
discussion or something like this. Then for an hour a week I want them to meet
in student-led small groups, maybe five at a time." All right, then let's
examine this teacher's work load. She has planned for herself a twenty-one hour
work week in terms of student contacts plus individual conferences. If she
doesn't like her work week, she can shift the balance of large and small group
instruction. Now, what happens? - After we have designed this structure, we

feed it to the machine and the machine then comes up with a class schedule which,
say, meets Monday, Wednesday, and Friday from 8:00 to 8:30, Tuesday at 9:00,
Wednesday at 10:00, and Thursday at 2:00, and other modules spread through the
week at other times. The teacher still has the complete responsibility for the
English program for these 150 students but with a new and realistic time blocking.
This situation also illustratés the fact that this kind of a flexible schedule
does not necessarily involve '"team teaching."

Oftentimes we are inclined to say "team teaching" and 'flexible scheduling" as
though they are both one thing. You can have a very drastic flexible schedule
without team teaching! You can have whatever complexity of flexible scheduling

that you wish as a teacher, totally independent of whether or not this is going

to be a part of a teaching team. However, you can also say: 'Let's have a teaching
team! Let's have 300 students here instead of 150." Say that you want them for
8 modules, four hours a week. In addition, say that one hour a week is going to
be for unscheduled independent study and that we have assigned Teachers A, B, and
C to these 300 students. Their programs must then be planned cooperatively by
Teachers A, B, and C who say: 'Well, we want to see them all together a couple
of times a week and then we want to break them down for a couple of large groups
where we can do some gross ability grouping. Then we want 'these students' to
have one kind of a pattern and’ 'these students' to have another kind of a pattern.'
(You don't have to do the same thing with all of the students. ) Again, you see,
the horizontal unit is students, “the vertical unit is time. What we've selected
for the example turns out to be a student module of fifteen students and a time
module of thirty minutes. (Out of this time module also comes the passing

. period of five minutes. Note that we don't add passing periods between modules.)

So you see, the flexibility concept works for individual teachers and teams, both.

May I cite another example. We could have a class with five modules total each
week with three half-hour presentations plus a one-hour group section. This is
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'who want some intensive work in.a given subject area. They can take the same

-

a two and half hour course per week. Or, we might have a course with 10
modules: Such students may be a little more advanced or have a little more
ability or have a little more interest and it is perhaps a smaller group than
average. It may have the same three lectures that the average groups have but,
in addition, it may have an additional half hour lecture this week or a larger
research-type period.

Again perhaps I have a small group of students who are really interested and

large groups and other students take but they may take a differént series of
research periods and small group study seminars than do the students in the other
groups. 1In other words, you see, we can build variations in curricular time;
variations in structural pattern, and variations in period length under the modular
system.

A modular schedule won't allow you to do anyﬁhing that is illogical. You can

put so many requirements on a schedule that no machine can schedule them. The
machine can't really do anything except count well. When it comes to making ,
decisions, it is a blooming idiot. It is a real idiot. It cannot make a single
decision. What it can do is implement decisions which we have arrived at v
earlier. For example, suppose I tell my secretary: "If Mr. Brown calls and

says "A", tell him "B"; if he says "C", tell him "D"; if he says "E" tell him
I'11l call him back tomorrow.'< So we '"say" to the machine, "if you find such and
such a circumstance, schedule this way. If you can't find any way, spit the
student out and we will have to make some new dicisions regarding him because
what we have requested is illogical." Perhaps we have requested too many single
section courses for, this student and the combination of students who have been
given the certain combination of single section courses is such that we simply
can't honor all the requests at the same time. Either the structure of the
courses, the length of the school day or the requests of the student will have

to be changed. The machine can't say which of these decisions to make. You,

as the .teacher, administrator--whoever is running things educationally, has to
meke the educational decisions. The machine can't decide who goes in lane 1,

who goes in lane 2, and who goes in lane 3. If we allow the machine to make

this decision by giving it arbitrary data like adding two times the grade point
average plus three time the SCAT score, minus the STEP score over four, divided
by three, we may get an index but it will still be an arbitrary formula. If

the formula doesn't work, don't blame the machine! Blame the arbitrary educational
decision that was fed into the machine. The machine hasn't made the decision.

We have made the decision which the machine has carried out.
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No
Reward

No
Common
Purpose

Not at
All

Not at
All

One Plop
After
Another

One or
a Few
Dominate

Not at
All

Bull -~
Session

Not at
All

GROUP EVALUATION

Date

1 2 3 4 5 6 7 8 9

THE GROUP WAS REWARDING TO ITS INDIVIDUAL MEMBERS

-

1 2 3 4 5 6 7 8 9

INDIVIDUALS AND THE "GROUP AS A WHOLE WERE WORKING
TOWARDS THE SAME GOALS

1 2 3 4 5 6 7 8 9

MEMBERS CONVEYED TO EACH OTHER HOW THEY REALLY
FELT ABOUT MATTERS

1 2 3 4 5 6 7 8 9

MEMBERS WERE TOLERANT OF DIFFERENT OPINIONS

1T 2 3 4 5 6 71 8 9

DECISIONS ARE ACCEPTED BY THE GROUP AS A WHOLE

1 2 3 4 5 6 7 8 9

DEGREE TO WHICH LEADERSHIP OPPORTUNITIES ARE SHARED

&

1 2 3 4 5 6 7 8 9

GROUP MADE USE OF ITS AVAILABLE RESOURCES

1 2 3 4 5 6 7 8 9

MEMBERS BUILT ON EACH OTHERS IDEAS

1 2. 3 4 5 6 7 8 9

MEMBERS ACCEPT AND TRUST EACH OTHER
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Completely
Rewarding

Completely
Integrated

A Great
Deal

A Great
Deal of
Tolerance

Trug
Consensus
Achieved

Everyone
Participates
Freely

Completely

Complete
Organic
Development
of Tdeas

Completely

ey




—~—

Completely

Completely %
Unclear 1 2 3 4. 5 6 7 8 9 Clear |
GOALS WERE CLEAR j
Competitive B Cooperative -
Out to Win 1 2 3 4 5 6 7 8 9
Own Points .
MEMBERS WERE COOPERATIVE INSTEAD OF COMPETITIVE
Withdrawn Worked
Flight from 1 2 3 4 5 6 7 8 9 Productively
Task -
Not Interested MEMBERS WORK EFFECTIVELY
/
!
GP: 206
8/29/67 -

Reproduced from--
Readings in Group Process
Graduate School of Business
University of Pittsburgh

’
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DETERMINING INDIVIDUAL NEEDS

What is Reading?
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INVENTORY OF GROWTH IN ATTITUDES TOWARD READING

©

Checklists can be helpful in est1mat1ng pupil sk1lls, attitudes, and
behavior. A sample checklist for use in observing and evaluating attitudes
toward reading is reproduced below. The teacher might use + or - to indi-
cate the presence or lack of the attitude under consideration. Other
checklists can be devised to serve other needs.

Apnp
uuy
Addap
P3

Does he anticipate reading periods with pleasure?

Does he use books frequently during free periods?

Does he find opportunities for reading at home?

Does he read newspapers and magazines?

Does he show interest in reading a variety of books?

Does he read for information?

Does he usually finish the books he starts?

What kinds of books does he like best?

Does he make frequent use of the school or public library?




SELF-CONCEPT SCALE

Each of us needs to know more about what we are like. This form is to help
you describe yourself and to describe how you would like to be. There are
no right or wrong answers; each person may have different ideas. Answer
these according to your feelings. It is important for you to give your own
honest answers. .

Think carefully and check the answer that tells if you are like the word says
nearly always, about half the time, or just now and then. In the second
column check the answer if you would like to be 1ike the word says nearly
always, about half the time, or just now and then.

THIS IS THE WAY I AM THIS IS THE WAY I'D LIKE TO BE

nearly about just now nearly about Just now
always half and then : always half and then
the time "the time

Friendly

Obedient

Honest

Thoughtful

Brave

Careful

Fair

Mean

Lazy

Truthful

Smart

Polite

Clean’

Kind
Selfish

Helpful
(ood

Cooperative

Cheerful N
Jealous

Sincere .
Studious —

Loyal

Likeable
A good sport

Useful.
Dependable
Bashful

Happy

Popular
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3.

CLUES ABOUT CLASSROOM LIFE

So that members of a class and their teacher may get ideas about how to make«
life more interesting and important for everybody in the class, each person
needs to contribute his or her ideas of what needs to be improved. What things
happen that shouldn't happen? What ought to happen but doesn't? Try to
imagine you are a detective looking for clues to a "good day" and a "bad cay"
in your class. Jot down what you might look for or might see to answer these
questions. There are no right or wrong answers,

What are some clues to a good day in our class? What things happen that are

signs of a good day?

1.

2.

r .
" 4

What are some clues to a Had day in our class? What things happen that are
clues that class is not going the way it should or that you would like it to?

1.

2.

4.

5. -

What are some th1ngs that should happen a lot more than they do to make it a
better class for 1earn1ng and having fun?.

1.

2.
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HOW THEY SEE ME

Just as each part of the day is filled with positive, neutral, and negative
things, each person is made: up of things we like and things we do not like
so much. Below are a number of circles showing persons with different
amounts of positive (+) and negative (-) things about them. Which of these
circles comes closest tofthe way you see yourself? Write the letter of the
circle which most resembles you right here:

—

a SN AT

In the blank following each question, write the letter of the circle that
you §hink each of the persons mentioned would pick for you.
1. Which circle do you think your closest friend would choose to describe
you? o )

2. Which circle would the teacher in this class choose?
3. Which circle would the principal of your school choose?
4, MWhich circle would your mother choose?

5.. Which circle would the boys-or girls ycu spend most time with choose to
describe you? ‘

6. Which circle would your father chcose?




~®

INTERVIEWING STUDENTS

An interview with a student may provide a teacher with important clues to
his behavior. The questions may not be typed or written out as they are on an

interview card, but it's usually a good idea to have some sort of outline or

n

plan of approach in mind.

Here is an interview outline, prepared by a teacher to help her find out

-~

why a pupil was consistently late to class.

B

I. Everywhere you go, there are certain rules.

A. One of our rules is to be on time.
B. How can we heTp you keep the rules?

II. Home Conditions.

A. Do both parent work?
B. What time do you get up?
C. Who calls you in the morning
D. How much sleep do you get each night?
‘ E. Do you have any special morning duties?
F. Do you eat breakfast with the family?
ITI. Way of getting to school.

How far is it from your home to school?

.+ How do you get here? Walk? Bus? Bicycle?
How long does it take?

When do you have to start?

OO

IV. Work out a plan together.

As the %eacher asks questions and talks with this student, she tries to be
very informa], to ask her questions in a pleasant manner, and to spend a lot
of time listening rather than talking. She may not take the questions in'order:
she ma: not even have to ask them. They are written out or kept in mind simply

to guide her, to keep her from overlooking an important point.
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‘ . TEACHER REPORT OF OBSERVATIONS

Age__ Grade

Wﬁ:am:ﬁ_m Name

Please check the appropriaté phrases on the basis of your observations.

in the space at the righ<.

When faced with a difficult task, does he

withdraw from the situation
. face the problem intelligently
act impulsively

In nhis relations with other children, do
you find that he

generally avoids leadership

usually seeks to lead

at times he either leads or follows

———ge N

Is he usually

' emotionally calm
" apathetic . ,
excitable- .

With reference to authority, is he
over dependent

accepting

resistant

Tn the classroom do you find him to be
quiet -
' normally communicative

very talkative

“

When faced with a problem, is he
reasonable persistent
easily discouraged
blindly aggressive .

In his play activity does he generally
associate with '

younger children

qQlder children

children his own age

In his relations with other children, do you
consider him to be
shy and bashful
responsive
bold and aggressive

Regarding health, is he

usually healthy
minor complaints (e.g. headache, etc.)
usually i11-poor health

During instruction, he
concentrates >
is usually attentive
. daydreams

Feel free to add any comments

O
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10.

11.

EASTERN WASHINGTON STATE COLLEGE
Department ,0f Education

FORMAT FOR THE LEARNING ACTIVITY PACKET/PACKAGE s

Title Page: List the Title/Topic of your Packet then the following
items:  (your name) - (Produced for Dr. T. K. Midgley) - (qtr., year,
name of class).
Table of Contents (This paper will assist you sith this item).
Statement concerning Audience for which Packet is designed.
Statement of Purpose.
Major Concept and Sub Ideas.
CBJECTIVES
First write your Observable Behavioral Objectives:

...These are things you want them TQ DO.

...Things you can see and observe them doing. (SKILLS)

...Underline the doing words as you list them.

Next you may list the other Objectives you may have:

...What do you want them TO KNOW? (KNOWLEDGE)
...What do you want them TO FEEL? (ATTITUDES)

Pre-test (mention where the answers are located) (with instructor or
in the Appendix, etc.)

Introduction to (Packet/Package) (tell:-them briefly what you are
going to do).

List of new vocabulary/Special terms/Definitions

List of materials needed to work with LAP/P.
}

Contract (If and when and where neededj This is an effective techniqde
especially in packets used in Kindergarten through 12th grade.

Presentation of (Materials/Content/Activities/Exercises)

...This section is the body of the Packet.
..Write your materials as if you were talking and working with
a friend.
..Make your packet as interesting and as motivating as you
possibly can.

169




12.
13.
14.

15.

16.

-2-

...Remember get your readers involved and participating in
activities (this is a key factor in learning).

..ITlustrations, pictures, diagrams, articles, should be
utilized whenever possible.

..BE CREATIVE

Review (Where & When needed)- -
Post-test and (evaluation/suggestions)

Additional suggestéd Follow-up Activities (for those who study this
packet and who desire to pursue this topic further).

Bibliography (Bopks and materials) (films, filmstrips, programmed
materials, transparencies, slides, tapes, etc.).

Suggestions foy the teacher (Instructions and quides if needed).

Appendix (Materials which enhance the Packet and add to its effective-
ness).

NOTE: The packet should be typed and mounted in a labeled cover (portfolio

type).

REMEMBER: THIS|PACKET IS TO BE USED AS A BUIDE FOR INDIVIDUAL

INSTRUCTION

and in mani cases....
‘ |

IT WILL' BE THE éUIDE TO AN OVERALL CORREALTED PACKAGE OF LEARNING AND
REFERENCE MATERIALS. -

/

I
]
|
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EASTERN WASHINGTON STATE COLLEGE
Department of Education

TITLE AND/OR PACKAGE NO,

COMCEPT: This should, be a specific statement of the idea, skill, or
attitude to be learned. One sentence is usually sufficient.

PURPOQSE : This is a rationale to the student indicating-why the above

concept should be learned. A brief paragraph is usually sufficient.

LEARNING ,
OBJECTIVE: The learning objectives should be stated in behavioral terms
and contain three basic elements:

1. The performance expected of the. learner.
2. The conditions under which the performance will take place.
3. The proficiency level expected}of the learner.

Objectives should include a range of taxonomy categories:
knowledge, comprehension, application, and invention. The
number of objectives is determined by the producer. One to
five objectives are adequate for a package. Behavioral
objectives are concept oriented and should not include material
from the learning activities.

Pre-Assessment

LEARNING: .

ACTIVITIES: This is a listing of the activities a student may engage in
to learn the above stated objective. The activities should be
diversified as possible and provide for a broad range 6f interest
and ability levels.

Areas to consider are:

/ Materials: Textbooks, per1od1cals, pamphlets, exper1ments,
' worksheets, exercises, charts, etc,

Media: Films, filmstrips, records, tape recordings, 8mm
single concept loops, video tape recordlngs, study
prints, etc.,

Methodology: Large group where media is used, small group,
teacher-pupil conference, research in the learning
resource center, etc.

EVALUATION OF STUDENT LEARNING: o

The evaluation i, ..rument should measure a student's achievement of the
behavioral objectives. The degree to which the student has gained an under-
standing of the idea, skill, or attitude which was to be learned, determines
his advancement.

Two tests should be prepared for each package. The instructor in his course
management, can use the evaluation instrument in several ways. They may
be used as a pretest, self-test, post-test, or as two post-tests.
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HOW TO DO A PACKET

Name

| Seminar Teacher




|
|
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|
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How to Do a Packet Page 1

PURPOSE:

The purpose of this packet is to introduce you to a new method of
learning. This method allowing you to learn as fast or as slow
as you want because you are the boss. Each page of this b oklet
will give you instructions and explain what you are to do.

order to complete the packet successfully you must follow the
directicns.

WHETHER OR NOT YOU SUCCEED DZPEXNDS ON YOU. IF|YOU HAVE
QU ESTIONS PLEASE DO NOT HESITATE TO MAKE AN APPOINTMENT
WITH YOUR SEMINAR TEACEER,

Now turn to the next pzge and continue the packet.




How to Do a Packet Page 2
l

INTRODUCTION:

During the past ten to fifteen years teachers have discovered many
things about how peovole learn. The twqg most important discoveries
have been: (1) that people learn at difierent rates of speed, and

(2) that people learn in different ways. Consequently, during this
year of study in the culture of the western world we are geoing to
provide you with an opportunity to learn at your own rate of speed
and in your own individual ways. This can be achieved only
through a combined and cooperative effort between you and your
teacher.

The procedure we are going to use this year involves the use of

. individual learning packets. Each packet will enable you to learn
a specific concept concerning the growth of civilization. However,
before we begin our course it is important that you dnderstand how
to do a packet. Since the best way to learn to do something is to
do it, let's begin. .

PACKET LEARNING CAN BLE EASY IF YOU FOLLOW DIRECTIONS

NOW TURN TO THE NEXT PAGE AND BEGIN




How to Do a Packet . - Page 3

GONCEPTS:

1. Learning is an individual process.
2. A pre-test is provided in each packet to determine whether
a person needs to complete the packet.

3. Concepts of the material to be covered are stated clearly.

4. Objectives are stated in behavioral terms.
5. Varying activities are provided to enable the student to
master {he objectives.

6. When the student is able to perform the objectives he is
ready to take the post-test. If he cannot perform the
objectives he needs to return to those items he does not
understand. '

LEARNING BEGINS WHEN THE TEACHER STOPS TALKING

TURN TO NEXT PAGE AND READ THE OBJECTIVES OF THIS
PACKET




How to Do a Pachet Page 4

OBJECTIVES: /

Each student should be able to do or perform the following tasks:

1. To be able to write a definition of the following terms as they
relate to individual learning packets.

A. Concept

B. Bchavioral ObJectwe

C. Pre-test .
D. Post-test

E. Resource Center

F. Independent Study

2. To be able to explain in writing why you think the packet is a
good learning instrument. '

3. To state in writing a concept with which you think other people
should be acquainted.

4. To be able to state in writing thiee behavioral objectives which
if a person could periorm them - wouid demonstrate an under-
standing of your concept.

5. To be able to explain in writing the reason for having a pre
and post test.

6. To be able to identify <vhen a person is ready to progress to
the next unit or packet.
L]

7. To be able to score 90% on the post-test.

IF YOU THINX YOU CAN PERFORM THE ABOVE OBJECTIVES,
TURN TO THE NEXT PAGE AND TAKL THE PRE-TEST.

IF YOU DON'T TIii’K YOU CAN PERFORM THE TASKS - TURN
TO TIHEL NEXT PAGE, READ TilE PRE-TLST AND THEN BEGIN
THE PACKET ON PAGL ___ 7
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‘How to Do a Packet . Page 5 i
1
|

Pre-Test

Write a ‘short definition of the following terms:

& ' )
Concept: »

Behavioral Objective:

LN
Pre-~test: . o

' Post-test:

“ Resource Center: g

Lo Independent Study: }

2. Why do you think the packet is a good learning instrument?

3. Write below a concept that you think other pcople should know.

(R N .

’ '
-
-

4. Write below three behavioral objoctgvr\s“\\hic'h if a person could
Q perform them - would demonstrate an understanding of the above
‘ ERIC . concepl. ) . .
o 178 .




How to Do a Packet

1 £

i

J

° - .
Pre-test (continued) ] \ |

“ X

5. Explain the reason for having a pre and post test. ’ ~
™~
)
[
/ T - -
_ 6. Below are two possible situations a person might find himsel{ in

when doing a packet. Explain in writinz the rext steps you wouid take.

. ‘ You have just finished the pre-test.

- You have just found that one of your studext's score on the post-
test was not satisfactory. What adviceé would you give him?
e

When you have complcicd the pre-test take it fo your seminar teacher.

i ) If your teacher checks item number oue you can go on to the next
' packet,/if item number two is checked then you will go on with'this
packet.

(1) Go on to next packet ' .

- (2} You arc now ready’to begin this pacliet / '

>
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Aruitoxt provided by Eic:

_The pre-test enables the student and the teacher to determine v-nctm.r

How to Do a Packet Page 7 - 1
’ 1

BODY:
M i

You are now ready to begin your first packet. Therc arca few im- |

portant ideas that you must remember: (1) foliow the directions,

(2) you are responsible for learning, and (3) whenever you need

assistance, sce yowr seminar teacher. Good Luck!

Our first task in this packet is to become familiar with the basic
vocabulary of a packet. You will find beloy a list of words and their
definitions that we will use all year. Read them and be sure that you
understand each word. If the explanation is not clear see your
seminar teacher. ’

1. Conceot: Each packet is based on one learnable id=a or concept.
All the activities and reading are provided to help you understand the
idea. . .

2. Behavioral Obiectives: Each packet includes behavioral objec-
tives or stztements telling the student what he will be required to

do to show the teacher and himself that he has understood arnd learned
the concept. The objectives tell the student.what he will be required
to do. ’

“

oS ‘-

3. Pre-testr All paékets have a pre-test that the student may take

or not the student already undersrands the concept to be covered. If
the student already understands the concept then he would be wasting
his time doing the packet. However, if he does not understand the con-
cept, the pre-test serves as a goodbintroduction to the packet.

4. Post-test: ’C‘ach packat concludes with a post~test which cach
student must take. The post-test will always ask you to perform

the objectives that were stzted earlier in the packet. Usually each
student must score 90% on the test. If a student does hot score 90%

he has not followed the instructions in the packet.

5. -Resource Canter: The Social Studies Resource Center will con-
tain ail the pachets, post-test and most of the reading materials
necded to complete the packels. Sincé seminar and large gréup -
times are no®used {or doing packets you wiil nced to spend much
of your mdcucndﬂx‘.t study time reading and working in the Resource
Center.

et

b, Indepenmdent Studyv: Each studont at Fer:is has independent stud
time. Most of the rm.d ws, tapes, filmstrips zud otacer aclivities

you will be asked to complete will be done during your independent 180
study time. '

THINK ABOUT THE WORDS. I[F UNDERSTOOD GO ON TO NLXT PAGE,
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Aruitoxt provided by Eic:

.on to the nexi paze.

How to Do a2 Packet

Y -

Now that you have recad the vocabulary words you will need to under-
stand this year, let's see if you can put some of them to use. -

In the spaces provided below state in writing three concepts which
you think are impotrtant. (Remember that a2 coicept is one learn-
able idea.) .

1.

When you have fini h‘_d reread the definition of 2 concept on page

7 . I you thirk your concepts are correct an ‘.ccep;aslc go
If you are nct surg if your concepts are right
see your seminar teacher. ‘

“ ¥

4

DON'T GIVE UP - STOP AND THINK -‘IT‘S ALL IN THE PACK

181 .




How to Do a Packet ) — Page 9

The next thing you should understand about the packet is the
"objective. "

As you remember for the definition on page __7  of this packet,

an objective tells the student what he will be required to'do in order
to derhonstrate his understanding of the concept. The objective is
stated in action words such as: List, Identify, and Compare. ’

[~
2

- To make sure you understand the objective we would like you to
list below three behavioral objectives which relate to one of your
concepts listed in the previous section.

1.

After you have completed writing your objectives, check yours with
the objectives included in this packet on page 4 .

Were yours correct? If not, read the section on objectives located
on pagc __ 1 .

IF THEY WERE C'ORREC'I', GO ON TO THE NEXT PAGE.




How to Do a Packet ) Page 10

We would now like you to reread the definition of a pre-test. When
you have finished, state why you think the pre-test is a2 good or
bad idea.

‘ ' 183




How to Do a Packet

\
Now that we have reviewed all the aspects of the packet, sce if you
can explain what you would do in the following situations.

1. A student has come to you with his completed packet but it is \\
identical to another student's and was obviously copied. What would\ )
you say to him?

2. One of your student's post-test was 100% correct except for one
question, which obvicusly he had just guessed at. What advice would
you give him?

When you have completed the packet go to the Social Studies Resocurce
Center and ask for the post-test on the "Pachket' and take the test.
When you have finished return the completed test to the person in

charge of the Resource Center.
A

GOOD LUCK

O

ERIC 184 -




How to Do 3 Packet ' 3 Page 12
\

POST-TEST

1. Define the following terms as they apoly to individual learning
packets. - ‘

CONCEPT:

BEHAVIORAL OBJECTIVE:

PRE-TEST:

POST-TEST:

RESOURCE CEXNTER:

L~

INDEPEINDENT STUDY:

2. Now that you are about to complete your first packet, how do

" you feel about the packet?

3




How to Do a Packet Page 13

'
t

Post-Test (c0ntii1ued) “

3. State below a concept you think other people ought to know:

! 4. State below three objectives which relate to your concept in
question three.

‘ 5. How do you think taking both pre and post'tests will help you
- understand and learn the material we are going to cover this year?

~_~

6. If one of your students scored 40%5; on his post-test, what advice

would you give him? "
%

‘ . 186




SECTION VIII

~ 187




VIbEO PAPER I /

‘OPINIONS ON CREATIVE LEARNING AND TEACHING
o E. Paul Torrance
Department of Educationa] Psychology, University of Ga.

This booklet contains 60 fairly common statements concerning creative learning
and teaching. This particular form of the opinionnaire was designed for high school
teachers and others who work with adolescents. Please answer in terms of your own
Personal and professional experience. :

By using the answer sheet Provided, indicate your reaction to each statement
by blackening the appropriate column for each statement, using the following key:

1 Strongly agree

Agree .
3 Undecided
4 Disagree

5 Strongly disagree
******************************************************************* ******************
1. Students should be rewarded only for giving the correct or best solutions.

2. When a student gets an idea that no one else has thought of he should keep
it to himself. .

3. Teachers should at times encourage students to think of wild 'ideas.
4.  Wild ideas frequently turn into good ones.

5. Some people are naturally born to be better problem solvers than others and
there is nothing teachers can do about it.

Thinking of jdeal or dream solutions, even if they sound ridiculous, can
lead to useful ideas.

Teachers should encourage students.to accept the ideas épproved by the majority
of the class.

Productive, creative thinkers frequently spend time on wild ideas.

Teachers should not spend time in class considering ideas that are wrong;
it is a waste of time.

Most, if not all, really creative and useful ideas come from wild ideas,

In teaching, it is more important to help students find out what is wrong .
with present solutions than to think of new ones.

The creative problem-solving pracess can be used to improve solutions to just
about any problem.

When there is a hard problem to solve, it frequently helps a great deal for
a student to present an unusual jdea.

There are important problems.and gaps in knowledge in every course; students
Just have to learn to see them,
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15.

16.

17.

18.
19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31,

(2) “‘4

: |
In he]pjng a class solve Problems, the most important thing a teacher |
can do is to help the class figure out what is wrong with the jdeas sug- {
gested. o

Students find it easy to think of good, new ideas when they know how.

Students should be taught to accept the solutions that the teacher thinks
are right,

Any high school student can learn how to think of new, useful ideas.

Lo
A student who keeps working on a problem that no one else in the class can
solve is stubborn and selfish.

[t is all right to let students suggest several answers, but they should be
taught that there is usually only one best answer,

[f someone is not very good at thinking and solving problems by the time he
reaches high school, then it is too late.

It is not fair for a teacher to give students problems that cannot be solved
by using rules that everyone knows.

In solving most problems, it is best not to know too many facts: otherwise
there will be confusion,

It is not fair for a teacher to give students problems that keep them thinking
of new ideas- in order to solye them. -

Students can learn to read and do mathematics, byt they cannot learn to think
better or get better ideas.

If students are not able to solve a problem after a few minutes, the teacher
should recognize that it is too hard for the class to solve.

Frequently students are fascinated by new ideas, whether or not they have
practical value.

Teachers should at tines encourage students to work on a problem that they
might not be able to solve,

It is not healthy for a high school student to become enthusiastic about an
apparently simple thing.

Teachers should at times éncourage students to try out a hunch Just to see
what will happen.

It is healthy for a student to become "lost to the world" when he gets
started on an original idea.

Teachers should never pay much attention in class to "crack-pot" ideas.

The presence of a group stimulates many students to think of original ideas.

189
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35.

38.
39.
40.
41,
42.
43.
‘l. 44.
45.
46.
47.
48.
.
50.
51.

52.

(3)

Teachers should help young people recognize that it is impossible to solve
many problems.

It is not healthy for a student to question things that other-people regard
as established facts.

Teachers should realize that it is hard for a high school student to work
intently on a problem for more than an hour or two at a time.

When a class sets out to solve one problem they may get an idea that leads
them to something else quite worthwhile. i

It is better to explain a principle or theory to students rather than to
epcaurage them to understand it on their own.

The unfinished or imperfect usually has greater appeal for students thanthe
completed and the polished.

Examinations composed of factual questions are more valid than those re-
quiring organization, interpretation, or creative thinking. ’

It facilitates important learning for students to try to imagine or visualize
things they cannot actually see.

High school teachers should make assignments that require original research
work.

High school students sometimes get rebellious ideas but as they grow up
they should get over them and settle down. .

Sometimes students learn a great deal when things are uncertain and unpre-
dictable.

Students should be more interested in learning facts than in relating them to
their ideas and previous experiences.

Teachers should give high school students assignments which require them to
draw their own conclusions from some data or a body of facts.

Most high school students enjoy discussing causes and possible solutions of
social, political, economic, or international problems.

Teachers should frequently pefmit or encourage two students to work on pro-
blems together.

Students will work longer on problems in pairs than alone or in regular
classroom groups.

Straightforward reasoning is more productive than metaphors and the search
for analogies.

Teachers should recognize that the idea of doing research appeals to most
high school students.

In producing useful, recally ofigina! solutions, the irrational and emotional
is more important than the inteilectual and rational. -
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54.

55.

56.

57.
58.

59.

60.

(43 o v

Teachers should encourage students to question the accuracy of statements
made in textbooks or reference books. :

Students do not enjoy working on a problem unless there is a good possi-
bility of coming out with a clear-cut answer.

It 'is the responsibility of teachers, ‘especially social science teachers,
to help maintain the established order of society.

High school students enjoy thinking about problems that challenge the experts.

It is essential for learning that a teacher outline in detail what is to be
done and how to do it.

Students' minds may get so caught up in a new idea that it is almost impos-
sible for them to think of anything else. ’

A teacher should not attempt a class project unless he has a pretty good idea
hoy it will turn out.
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VIDEO PAPER II

A REVIEW OF SELECTED LITERATURE
ON CLASSROOM CREATIVITY

by ’ . e
Bruce M. Mitchell 0
"Associate Professor of Education
Easteng_Washington State College )
Research studies referred to in th;é survey of the literature wére

selected by virtue of their relationship tgﬂthe study, scientific promi- <
nence, and/or a§ important c0ntribut{ons fohkn0w1edge iﬁ the area 0
creativity. The literature has been arranged jnto seven topic éréas:
(1) defining creativity; (2) creative teaching and the curriculum; (3)
the nature of the creative personality; (4) the creative learning process;
(5) socio]ogiéal implications of creativity; (6) creativity and school

performance; and (7) the measurement of creativity. | > .

Defining Creativity

One of the most comnon problems in dealing with the field of creati-
vity has beén the many‘definitions of the term. The multitude of defini-
tions has made communic¢t}on within the field of education difficult.
Taqux1 has described better than cne hundre¢ definitions of the term.

The definitions of the term cfeativity selected by thjs researcher
cover a Qide spectrum of interpretation. Some writers have dsed the term
tather loosely, while otheré have defined a rather tigh;f?ramework of
operation. Some were concerned with the psychological process almost
entirely, while others concentrated on fhe ;e]ation between man and hi§
environment,

Anderson? referred to the .term creativity in two phases. He set up
the dichotomies of the open syétem and the closed gystem. The closed
system has very little emphasis on inventiveness or originality but is

See Footnotes - Page 35

>
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concerned mainly with acquiring a bédy of knowledge, memorizing facti, and
finding answers to problems that have already been solved by someone clsc.

His open system is a system of relationships which stress uniqueness
and originality in the thought processes.' The greatest opportunity for
operatiqg or learning in the open system is at the infant stage of develop-
ment and preschool years where there are few envirommenta: and curricnlum
demands, and almost no systematic teaching. It is at this level ‘that the
most significant learning takes place and creativity flourishes Thie tvie
of open system permits originality, experimentation, initiative, and inven-
tion. |

In defining creétivity further, he indicated that the term has kwo
parts. Usually it has been thought of in terms of a product, such as a
painting, an invention, or a'novel. However, there is also the prqcess‘of
creativity which exists only in the moment of now.

Yammamot o3 expressed frustration when he was unable to find commonly
accepted definitions of the term. He felt that the reason for which men
could not arrive at conclusions about the term they were feeling was

because of the philosophical differences among the workers in the field.

-He considered this the reason rather than the differences in ‘degree of

sophistication or in the type c¢7 technique. The operational frame of
reference was thenmost important factor in determining what the worker
actually found.

Kubie? discussed the term within a psychological framework dealing with
his concurrent systems of conscious, preconscious, and unconscious. Man's
greatest flexibility and freedom occurs when continuous interaction occurs

between the three systems.

See Footnotes - Page 35
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To Kubie,5 the unconscious level was the area in which symbols became
‘ disguised and disgquising representatives of the unconscious levels of
psychological processes. The process of symbolic funcitoning is latent.
It merely hides and there is no communication with the pre-conscious. He
felt that the unconscious processes were rigid and fixed. The pre-conscious
. was where the acts of creativity occurred. ‘It was at this level that the
symbols underwent a continuous operation of sorting, sifting, analyzing,
and processing. In the conscious:level, the learner deals with knowledge
as realities. Like the unconscious, the conscious is also fixed and rigid.
The process of creativity was described by Guilford:
The creator first makes preparation. That is to say, he
collects information, although he may or may not have a clear
idea of what he is going to produce.” He next goes through a
period of incubation during which the great idea to come
undergoes a process of gestation. The big moment of inspira-
tion arrives and the idea is born. To finish the job, the
‘ creator indulges in some self criticism; he evaluates what
he has produced.b '
Jackson’ stressed the criteria of unusualness and appropriateness.
The product must stand the test of reality. It must fit the content of
"make sense." He further indicated that the criterion of appropriateness
N is continuous and not discrete; exists in degrees. A third criterion was
transformation which involves a radical shift. An example given of this
process was the drastic shift caused by the irtroduction of the heliocentric
theory of the unfverse which placed the sun rather than the earth at the
center of our universe,
A similar approach was taken by MacKinnon8 who characterized creativity,
and statistically infrequent response. He felt that there would also be

an element that would be adaptive to reality and contain "an evaluation of

. the original insight together with sustaining and developing it to the full."

| See Footnotes - Page 35
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These two definitions of Jackson and MacKinnon both stressed the
' importance of the final evaluation process which would bring the creative
product within a workable framework.

9

Nelson” pictured creativity differently. She conceptualized it as a :

means-end relationship where the creative process is the means and the ?
individual or creative product the desirable end. She indicated that in this - 4
type of con;eptua]ization, a symbolic relationship was implicit. This was

likened to the manner of judging the value of a creative endeavor in tefms |
lof it's qualities or characteristics. This approach to judging would ‘f |
reflect the authors, artists, or scientists' attitude during the process

of creating. In this context, however, originality, spontaneity, and

vision had to characterize both the process and product of creative thinking.

Creative Teaching and the Curriculum

The ASCD 1962 Yearbook CommitteelO discussed ten noncreative influences
which they’felt prevented America's schools from encouraging creativity:

1. "A Preoccupation with order. Much of our practice seems to wor-
ship order, categoization. classifying, description and pigeonholing of one
sort or another. Such a preoccupation is 1likely. to discourage breaking
loose and finding new solutions."

2. "QOvervaluing authority, surport, evidence and the ‘scientific
method.' Such rigid, tight concepts often permit no question or exploration. '
They are by definition, 'so.'"

3. "Exclusive emphasis upon the historical poiht of view. This seems
to imply that those things that have been discovered in the past are always
good; change or the present is bad."

4. "Warious forms of 'cookbook' approaches - 'filling in the blanks.'

See Footnotes - Page 35
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'color the picture correctly' approach. This is an ever-present danger

of teaching machines, also, if they permit only 'given" answers."
5. "The essentially solitary approach to learning often emphasized

in some classrooms - creativity is very highly dependent upon communication."
6. "The elimination of self from the ciassroom."
7. "The.school which is ruled almost entirely by adult concepts."

8. ‘"Emphasis upon force, threat, and coercion. The use of 'guilt'

and 'badness' as means of control; also severe forms of punishment, ridicule;:

and humiliation. Anything which diminishes the self interferes with openness
and creativity.”

9. "The idea that mistakes Are sinful and that children ar: not to be
trusted. Vthars mistakes are not permitted, there can be no experimentation.
Teachers who fear youngsters and the possibi]ities.that they may get.out of
hand cannot permit the kind of movement and freedom required by creativity."

10. "School organization% which emphasize lock-step approaches, rules
and regﬁ]ations, managerial aﬁd administrative considerations, rather than
human ones." /

The ASCD 1962 Yearbook C=;omm1'ttee11 also indicated that the development
of creativity was dependent Jpon the types of school situations created by
teachers and administrators. The Committee felt that creative behavior
often had it's beginning in sheér phantasy. It was up to teachers to make
théir classroom a place where brainstorming, imagination, and even day-
dreaming were encouraged. It was felt that regardless of how fantastic
ideas may seem, they must not'be ridiculed.

Belief was also expressed that ideas must be expressed without

fear of threat. This should occur not only in the classroom, but in the

See Footnotes - Page 35
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corridors or the piayground also. Imagination must be tolerated and more
‘ important, encouraged. In short, the school atmosphere should be one
where shcool is thought of as being fun.

The Committee also indicated that maxiﬁum 6pportunities for choice
must be provided. This was deemed necessary if students were to escape a
feeling of threat when confronted w%th problems they did not feel competent
to cope with. DiffereAcés and flexibility should be made possible in order
to- encourage creative behavior.

The ASCD 1962 Yearbook CommitteelZ felt that teacher attitudes must
be such that an atmosphere for creativity is encourag;d in their c¢lassrooms.
Teachers nmust value openness and flexibility, and'uhderstand the importanc;
of individqality and it's developmert in each child. Learning activities
should be structured through the use of free discussions, open ended questions,

‘ the use of varied sources of information, opportunities to question esta-
blished theories, and to think critically and'cha11enge beliefs which are
widely accepted. Over-planned activities, page-by-page assignments, and
rigid schedules leave little room for tackling crucial questions through
discussion.

The ASCD 1962 Yearbook Committeel3 cautioned that creative teaching was
not easy. It demands a complete recopstrucfion of learning activities and
methods of classroom opération. The emphases in schools which encourage
,creative thinking must be fotused on the child rather than on rigid subject
matter. |

While there seemed to be agreement among teachers that qualities of
resourcefulness, critical thinking, and creativity were important to educa-
tion, Margolinl4 found that not all teachers were willing to work with

‘ .

See Footnotes - Page 35

ERIC 197




bupils who had such dua]ities. The pupil who tended to be critical
during a discussion was not the kind of pupil who made a teacher's day
easy. ,

Wolf15 studied the question of the classroom teacher's 0view of the
creativity concept. The responses of teachers were grouped categorically
according to four manifestations of creativity. In answer to the question
of how teachers viewed the concept of creativity it was found that nearly
50 percent felt that it was a personal charactoristic rather than a product -
or "a process. Sixty percent felt that creative learning experiences as used
in the classroom were the type of experiences which already pervaded the
entire school curriculum. Sixty-seven percent of the teachers felt that
the main reason for employing practices of creative 1eafning experiences
was to expedite specific learning and/or instruction in the classroom. The
remainder felt that the purpose was more for enjoyment and satisfaction.

When asked their opinion as to the desirable outcomes from creative Q
learning experiences, Wo1f16 found that 33 percent felt that improved}socio-

-personal adjustment improvement factors were most important; 30 percent thought
that improved instruction which would facilitate learning was most important;
10 percent saw the most valuable outcome as being the development of new
vistas for self-expression and use of leisure time; while 14 percent were of
the opinion that the greatest importance was in the realization of personal
satisfaction and a feeling of accomplishment.

Wodtkel” found that there was less slef-initiated talk in the classroom
on the part of highly creative students than those in the Tow creativity
categories. Pupils of highly controlling teachers, and the high creative

. pupils seemed rore alert. There was no support for the hypothesis that

See Footnotes - Page 35
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highly creative Pupils tended to become classroom discipline problems,
The overall findings showed that highly creative youngsters who were in
the classrooms fo teachers with a high degree of control found that they
must curtail their verbal creativity, self-initiated response, and verbal
flexibility,

It was found that the type of student which teachers and parents con-
ceived of as being ideal, was not -the kind of pupil which might be described
as a creative person. A Getzels and Jacksnn18 Study found that 1n a test
of desirable traits in students, independence in judgment ranked 19th while
being courageious was ranked Tower by United States Teachers than by -teachers
of any of the six foreign countries for which data was available. These -
countries 1nc1uded Canada, Austra]ia,{Germany, Western Samoa, and the
Phillipines. o

Research hy Torrance19 revealed ten personality characteristics of
teachers who were not able to apply five basic principles of classroom opera-
t1on which rewarded creative thinking. These personality characteristics
were: authoritarian, defensive, dominated by time, insensitive to their
pupils' intellecutal and emotional needs, intellectually inert, lacking in
énergy, preocuppied with the information - 9iving functions, disinterested
in promoting intelectual curiosity in their Pupils, preoccupied with
disciplinary matters, and unwilling to give much of themselves in the
teaching-learning compact,

Torrance20 conducted another experiment in which 212 first, second,
and third grade children were administered three product improvement tasks
consisting of improving a nurse's kit, a toy fir truck, and a stuffed dog.

I't was found that first grade boys were reticent to suggest changes for the

A Y

See Footnotes - Page 35, 36
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nurse's kit, while the girls were §imi]ar1y reluctant to offer suggestions

for changing the fire\tryck. However, by the third grade, boys were found

" to be clearly superior to girls on the number and quality of ideas for the

change and/or improving of the three toys used in the study.
Firally, at the conclusion of his revised sumnary report, Torr:ance21
arrived at a number of conclusions dealing directly with creative teaching:
1. "After an orientation such as that contained in the manual,

Rewarding Creative Thinking, classroom teachers seem to want to reward

creative thinking in fheir pupils, but many of them are unable to do so
effectively because of their own personality characteristics, their percep-
tions of social expectations, and the like."

2. "In projecting plans for discussing with children their creative
writing, beginning teachers seem to be preoccupied with the critical and
remedial. When encouraged to develop strategies for talking with children
which will encourage growth in creative writing, experienced teachers show
a slight predominance of creative strategies over tﬁe critical and remedial."

3. "Teachers participating in inservice training proérams for

developing creative thinking, tend not to initiate any more creative activi-

ties than their co]ieagues qnder control conditions, but there is a fairly

"general tendency for their pupils to show greater growth in creative writing."

4. "Pupils of teachers with strong creative motivations or attitudes
(as measured by appropriate scales on the Personal-Social Motivation Inven-
tory) show significant gains in Zreative writing over a three-month period,
while those of their less strongly motivated colleagues showed almost no

gain in creative writing under similar conditions during the same period."

5. "Even though teachers may volunteer to carry out creative thinking

See Footnotes - Page 36
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activities, they tend to be inhibited in doing so if the principal is not
involved in the experiment and does not give his direct approva1{"J

6. "The use of creative activities in and of themselves does net seem
to result in growth in creative writing."

7. "Boys and girls in the subcultures studies are rewarded differen-
tially for their creative thinking and this appears to interfere with the
creative development of both boys and girls in certain areas."

8. "Differential rewards for originality versus correctness and for
originality versus fluency produce differential results in the expected
directions.”

9. "The type of evaluated practice (criticism and correction,
suggestions of other Possibilities, and a combination of criticism and con-
Structive possibilities) do net affect performance on similar subsequent
tasks requiring creative problem-solving. Too frequent use of evaluation
during the practice session, regardless of the type, seems to interfere with
subsequent performance on similar tasks."

16.  "Unevaluated ('off the recoéd') practice tends to produce greater
originality, elaboration, and sensitivity than evaluated practice in most
instrances, except at the sixth-grade level]."

11. "Wehn peer evaluated Practice is used, creapive evaluation (defects)
tends to be more effective in Producing originality, elaboration, sensitivify,
and the like, especially in the fourth, fifth and sixth grades."

12. "Competition in grades one th;ough Six produces greater fluency,
flexibility, and originality in creative thinking tasks. Practice and
‘warm-up' reduces but does not completely eliminate the advantage achieved

by competition. (This does not include an assessment of other side-effects

of competition.)"




13.  "If one .member of agorup is definitely superior to the others in
creative thinking abilities, he almost always experiences nressures to
reduce his productivity and/or originality and is frequently not given gre-
dit for the positive contribution he makes to the group's success. The
repertoire of gorup strategies for controlling creative members and of the
Counteraction techniques of creative individuals can be identified and used
in characterizing the evaluative conditions of a group."

14.  "Homogeneous grouping for tacks requiring creative problem-solving
reduces the social stress, enables less creative members to become more
productive,énd increases the enjoyment of members."

15. “More effective teachers in experimental mathematics courses (SMSC)
report more trouble-shooting or hypothesis-making evaluative thinking and
less criticism and praise than their less effective cclleagues, effective-
ness being determined by pupils learning as measured by pre- and post-
tests."

16. "Preadolescent children in different cultures perceive differently

the pressures of their society on divergent characteristics as shown by

their imaginative stories about animals and persons with divergent characters.

Approximately one-half of them perceive some kind of pressure against diver-
gent characteristics."

17. "“Students who read and analyze researéh creatively in terms of con-
structive possibilities rather than critically in terms of defects subse-
quently develop more original ideas in the area of the content under consi-

deration. This suggests the improtance of the evaluative set one has towards

the knowledge he possesses.”
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18. "Different evaluative sets (memory, evaluative, and creative) in
reading course material (Personality Deve]opﬁent and Mental Hygiene) leads
to differential performances on different kinds of tests (recognition or
multiple-choice, memory or completion, creative applications, and evaluative
or decision-mgkiné), again suggesting the importance of the evaluative atti-
tude toward knowledge in creative writing."

20.  "Provisions in honors programs for slef-initiated learning appear
te be increasing while creait being given for self- initiated learning (in a
course in Personality Development and Mental Hygiené) seems to increase
greatly the variability of what is learned and probably of how much is learned.
Most graduate students,though not all, are able to make good use of such
opportunities.

The Importance of Encouraging Creativity in the Classroom

Eric Fromm2 emphasized the importance of organizing classrooms to
encourage the creative attitude in the children. He saw creativity as "an
attitude toward the self and ;oward the world in general; a willingness to
accept the novel, unique, fresh, unexplored areas as a challenge, not a
threat." He felt that in order for creativity to flourish it was necessary
fo}‘chi]dren to be puzzleu, to accept conflict, t; concentrate, and to devleop
the sense of "I as the true center of my world." Fromm's ideas, 1ike those
of ‘Torrance, seemed to indicate a need for much re-organizgtion of classroom
instruction.

Qn element of threat was suggested in the findings of Eisenmen23 who
indicated that there was a great need for teahcers who could teach créative]y,
that is, persons who wouldn't be threatened by students who mjght disagree

with them. In fact, it was hoped that teachers would welcome such disagree-

ments by creative students who might have the ability to present the teacher

A
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with more creative approaches to his subject matter. In this relatiohship.
it would be possible for nwtual eﬁhancement of creativity to occur.

The importance of encouraging students to ask insigqtful questions
was also mentioned by Eisnerdd wﬁo,dgreed with Eisenme% that ti was
necessary for a classroom t5abe free from threat before creativity could
F]odriéh and that a classroom which encouraged fear of failure also possessed
a high level of anxiety in students. This high anxiety, diminished perfor-
mances, expecially in complex tasks. Thus, creativity would be stifled.

Torrance25 drew a dichotomy between creative teaching and authoritarian
tgaching. He ipdicated ath iany things could be taught more effectively
and economicall; if learned in a creative manner and that many students who
made little progress when taught authoritatively show gains when taught
creatively. He also felt that this sort of classroom instruction could be
effectively épp]ies to teaching school failures and dropouts.

In another article Tor:rance26 took issue with educators who maintained
that too little is known about creativity to offer any practical suggestions
for ways in which teachers could encburage creativity among §tudénts. He
offered six suggestions for encouraging creativity in the classroom:

1. "Recognize original, creative works."

2. "Ask questions that require thinking."

3. "Reduce the discontinuity between elementary and secondary
schools."

4. "Provide more opportunities for learning in creative ways."
5. "Do something about individual differences."
6. "Develop creative readers."

Creativfty in_reading and social studies., In a separate study

Torranqe27 determined that there is a significant role for creative think-

See Footnotes - Page 36




ing in the process of reading. He a]sd demonstrated the importance of
developing creative readers by showing that children cculd be educated to
a much higher level if teachers would teach them how to utilize their
creative tninking"(abmty in reading. '

28

Marxsberry®® felt that it is possible to promote creative behavior

in the social studies. However, before this cna be done, it is first
necessary to place more emgpasis on discovery techniques of learning rather
than on the traditional repetitive method of fact memorization.” To acconm-
plish this, a supportive cléssroom climate is necessary to'emphasize both

individual and group éxp]oration and experimentation. This supportive

climate is one in which ample opportunities for original thinking, problem

solving, and honest appreciation of creative behavior are provided. “However,

the author added that creative behavior must have intellectual merit.
Marksberry deemed it necessary for the teacher to recognize and have respect
for various individuzi differences and unique ways of learning and respond-

ing by their students.

Castel1i2? yas in agreement with Marksberry regard%ng the need for the
teacher to assume a supporting role to studén%s. He found that teachers who
scored:high on tests of divergent thinking had a-greater tendency to exﬁibit
behavior of a supportive nature. Cestelli also found that'creative‘teayhers
who he depicted as those scoring high on tests of divergent thinking, seemed
to be more hostile toward their students than the non-creafive teachers.
However, fhey tended to praise ahd smile more, while at the same time blaming
and frowning more. They also seemed to jumg from oﬁe statement category to

another in their teaching more than the less creative teachers.

Creative counselors and administrators. Along with the need for crea-

tive teachers in the curriculum.Torrance30 discussed the type of counselors

See Footnotes - Page 36
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and administrators needed for guiding and directing the creative talent of
students. He deséribed two types of counselors which he felt would not
qua]ffy for counseling highly creative individuals. He believed that a
counselor too engrossed with his own creativity might be ineffectiv; in
helping his cpunse]ees to'become more creative themselves. This sort of
counselor cou]dlcbﬁpletel& upset the creative thinking ability of hic coun-
selee. He might demo?strate impulsiveness b] his inability to contorl his
responses in counseling interviews. Torrance's second type of counselor was
quite the opposite of his first type. He would be rigid, constricted, overly
dedicated to method and teghnique,‘and lacking in spontaneity. He would
fee]lthe need to repress all his weaknesses. Torrance characterized these
two types as being creative persona]igies who would bé able to work success-
fully with only a ;ery few highly creative individuals.

Torrance31 also indicated that a counselor of highly creative iﬁdi—
viduals should have control of his impulsiveness, but he must a]so develop .
an ability to use his:preconscious, to play, to laugh, to be spontaneous,
and to accept weaknesses in hemslef. Hé should be able to free himself of
his rigidity while maintaining his slef control, his contact with reality,
his organization, and he should be capable’of exércisingycautiousness and
carefulness.

One important quality for counseling with the highly creative indivi-
duals js a large degree of openness. He must have seen perceptivé abilities
to truly éommuniéate with his client. He must also be trained in intuitive
thinking,

Torrance32 described a number of characteristics of the creative

school administrator. He felt that by encouraging certain school practices,
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the school administrator could encourage the development of a climate for
. creativity within his school:

1. "Lets teachers know that he respects creativity and
creativesteaching."

2. "Uses some regular system for obtaining teachers' ideas."
3. "Tolerates disagreement with his own ideas."
4. "Encourages experimentation.”

5. "Avoids loading teachers with too many extra duties."

6. "Makes it possible to try out new ideas without failure
being ‘fatal.'" o

7. "Makes school atmosphere an exciting, adventurous one."
8. "Avoids overemphasis on teamwork."
9. "Holds meetings in which ideas are evaluated honestly."

10. “"Helps develop sound but exciting ideas from failure
experiences."

‘ ‘ 11. "Exposes teachers to the creative work of other teachers."

12. “"Makes it easy for new teachers to generate new ideas and
stimulate the staff."

s -
PR

13- "Facilitates communication between teachers in his school and
teachers elsewhere working on related problems."

14. "Occasionally questions estab]ished concepts and practices.”
15. "Carries on continuous programs of long-range planning."

16. "“Recognizes and tries to relieve tension when frustration
becomes too severe." ‘

17. "Maintains frequent communication with individual teachers but
lets them make most decisions alone."

Finally, Torrance also indicated five behavior chg}acteristics of a

creative administrator:

. 1. "He is a man of curiosity and discontént. He is always ask-
ing, 'Why did this happep?' or ‘'“hat would happen if we did
3 it this way?'"
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2. "He is a man of unlimited enthusiasm for his job. He is
restless, intense, strongly motivated -- completély wrapped
up in what he is doing."

3. "He is a man with the talent of transmitting his enthu-
siasm to his associates. He creates an atmosphere of excite-
ment and urgency." )

4. "He is flexible. He keeps an open mind and is willing to
accept and use new information. He listens to new ideas and
does not flatly dismiss ideas with 'Don't be ridiculous' or 'We
tried that bafore.'” .

5. "He is unorthodox and boldly questions conventional ideas.
He is goal-oriented, not method-oriented. He is willing to
pay the price in physical and mental labor to achieve goals
and is impatient with anything that gets in the way."

Creativity and problem solving. A number of studies have attempted to

determine the re]atioﬁ§hips between creativity and thinking and/or problem
solving skills. Hutchinson33 studied the changes which occurred in chil-
dren's thought processes when changes and modifications in presentations
of subject matter were used with seventh grade students, some of the find-
ings and conclusions were: |

1. "In the typical seventh grade social studies classroom, verbal
reéponses tend to be found in the cognitive-memory classification. The tra-
ditional class was geared to the students with the high 1.Q. By modifying

the procedures of instruction to consider the student as a thinker as well

- as a learner, a wider range of responses was elicited. In contrast to the

instruction of the control (traditional) groups, it was found that the
instruction in the experimental groups was more nearly gearsﬂ to the full
range of mental abilities." S/
2. "Modification of instructional procedure resulted in better
achievement for the experimental groups over the control groups. Students

were abie to experience a wider range of intellectual activity while learn-

ing subject matter and at no expense of learning the subject matter.”

See Footnotes - Page 36

208




.

’

3. "Growth on measures of creativity for the experimental groups was
significantly greater than the growth for the control g:oups on four of

the ten measures, with no significant difference for the other six measures."

4. "Students who measure high on the creativity tests &id not have much
of an opportunity to use their creative potential in the typical control
classroom. When the opportunity to be more creative and productive in thg.
classroom was present, the number of significant correlations increased
two to one in favor of the experimental group. The teacher was the control-
1ing'factor in determining who responded depending upon how the teacher
perceived the students and to whom the teacher geared the instruction.”

5. "There was a positive rélationship betweén mental ability and
creativity. Yet, there were many students who have high mental ability but .
did not produce creatively. Conversely, there were mény students who pro-.
duced creatively, but did not necessarily have a nigh I1.Q. Productive
thinking followed a similar pattern."

6. "Boys produced more creative and productive thiﬁking responses than
girls." -

In an experiment conducted with fifth grade students, Reyburn34 inves-
tigated whether diVergent thinking ability could be taught through the use
of oral and written language. The data revealed that a training course
was capable of raising the orig%na]ity and ideational fluency scores above
those expected by practice. The study showed that divergent thinking abili-
ties ana creative production could be expected when efforts were made to
achieve this end.

Other findings showed that teacher-growth, as well as student growth,'
occurs in terms of tolerance for divergent thinking and creative production.

It was also demonstrated that the development of divergent thinking abili-

See Footnotes - Page 36
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ties and creative capabilities could be developed.

' , Gray35 compared the results of two classes which received i1nstruc-
tion in ninth grade health under two different methods; a préb]em~so]ving
approach and a traditional approach. He fjund that the prob]em-so]vingt
approach resulted i&)moré spontaneous class participation anq more

interest for students in these classes than those taught under)the tradi-

tional method. He also found that the problem-solving approach enabled

subjects without detracting from the attainment of factual knowledge. The

1
1
1
J
1
|
1
students to learn critical thinking and a logical approach to controversial 1
. . : |
same study also pointed out that the use of such a problem-solving approach 1

required more teacher preparation than was necessary to teach under the

traditional approach. :

36

A similar study was undertaken by Fossein“> comparing the effects of

L3

' three teaching methodologies on ',tbe,\\devejobmént of problem-solving skills

LR RNV N - )

of sixth grade youngsters. It Qés cohgidd;d that students trained in the
use of indgctive procedures exhibitéd characteristics of éffective probiem-
solving behavior more often than pupils taught bx the deductive method.
Parnes and'Meadow37 studied the effeq}é of brainstorming techniques. on’
creative problem-solving. Their findings iﬁdicafed that instruction iﬁ the
use of brainstorming was an effective method for increasing the number of

productive ideas in a creative thinking problem, and that its effectiveness’

could be increased through the means of extensive training in its use. The
same study also revealed a positive correlation between Ehe quality and
quantity of ideas. They further concluded that many ideas are inhibited

by individuals who have a feel of being censured by others.

General principles of creative teaching. StoneS® developed the follow-

' ing guide of general principles of creativity-in-teaching for use in the

elementary school social studies program:

» ‘ See Footnotes - Page.36, 37
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1. "Creative'qxpression has both social and personal significance
‘ and should be fostered in the elementary school."
2. "All Children are c;pable of creative expression to some degree."
3. "Creativity is a complex process involving a concept of one's {
self and relating to one's environment." |
4. '"Preparation, activity, time, and flexibility of thought aid the J
production of a creative product." ]
5. "Evaluation aids the completion of a creative product.”
6. "Children may show differences in both degrees and areas of
creativity."”
7. "An adventuring attitude incorporating effort and experience is
characteristjc of creative expression .'
8., "Imagination is characteristic of creative expression."
9. "The creative teacher stimulates creative expression through his
own attitude and example."
10. "The creative teacher utilizes learning principles to promote:
creative expression."
11. "The creative teacher provides experiences, concepts, and ski]]s
as a basis ﬁoh creative expression."
12. "The creative teacher values process as well as product." :
13. "The creative teacher utilizes problem-solving as a basis for
“further creativity."‘ .

The nature of the Creative Personality

Getzels and Jackson3? conducted a study contrasting the differences
between yoﬁngsters with high intelligence quotients and youngsters who scored
high in tests of creativity. They found that both groups tended to rate

. personality traits quite similarly with one exception. The high creative
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group rated sense of humor second in importance while the high I1.Q. grour
rated it last. This study also determined that the high I.Q. grbup tended
to adapt behavior characteristics whiph they felt would please the teacher.
The high creative group did not.

Kurtzman30 found that the more intelligent a person is the more crea-
tive he is likely to be. He also found that individuals tended to be more
adventurous and capable of niore tolerance for ambiguity than less creative
persons. The more creative individuals tended to be more extroverted and
seemed to exhibit less favorable rttitudes toward schooll

“The same study pointed out that creative boys §eemed more slef-
confident than less creative boys, although gir}s exhibited no significant
differences in this area. Creative boys were more mature and had higher
peer acceptance than less creative boys. However, the more creative girls
were not well accepted by their classmates.

W%]]ett4r'f0und that creative students had above average intelligence.
He also determined that high intelligence schores-did not-alwéys indicate a
correspondingly high creativity score. The same study showed that high
creatives demonstrated social interest, emotional stability, objectivity,‘
and success. High creative youngsters had a need to escape the bonds of
conformity and to experiment in creative learning situations. He also con-
cluded that the highly creative individual could be a troublesome element
for the classroom teacher, |

However, the study of Wodtke and Wallen? seemed to contradict theée
finaings. Results of their research showed little evidence for a number
of generalizations concerning the classroom behavior of the creative child.

High scorers on the Minnesota Tests of Creative Thinking did not indicate

See Footﬁotes - Page 37

21




more objectionable classroom behavior than did low gcorers. There was no
evidence to show that high teacher control as opposéd to permissiveness had
a differential effect on the behavior of high creative pupils as opposed

to low creative pupils.

Torrance?3 found that highly creative childrenlexhibited a strong
desire to move far ahead of their classmates and were consequently quite .
willing to tackle difficult tasks. He further found that three characteris-
tics Fended to serve as identification factors for highly creativé youngsters:
they frequently thought dp wild or sill ideas; their ideas were frequently
off the beaten track; and they possessed a rich sense of humor and general
playfulness.

Abdel thffar44 found the creative adolescent to be both submissive and
slef—suffié?gﬁt and either alternately uncontrolled and lax, or se]f-controi]ed
and e éé;;ng. He was good natured, easy-going, soft hearted, trustful,
adaptable, and talkative. In addition he was cheerful, serene, quick and
aléert, and exhibited both feminine and masculine interests. Interestingly,

e feminine creative adolescent had largely masculine interests although
some feminine interests were apparent.

Sex differences were also mentioned by Torrance4® who found that
although girls evidenced a supériority in academic areas, boys are superior
to girls in tﬁeir ability to think independently, constructively, and
creatively. He indicated that boys tend to become less creative at about
the fourth grade level.

Yee46 undertook a study to determine the relationship between creativity
test scores and persoha1 - social adjustment factors. Creative students

of high ability were found to possess a significantly greater sense of

See Footnotes - Page 37

2i3




| 23‘.1

personal worth and fewer anti-social tendencies than their counterparts

. who likewise were of similar creative ability but who possessed relatively -

.

low intellectural potential.
- Yee also found no significant differences in personal and social
adjustment when a comparison was made between students of similar low ability

but with varied creative ability. After being exposed to techniques of

¢

creative prob]em-so]ving in an instructional program, the twelfth grade
students used in the study improved 519n1f1cant1y in social skiil and in
their schoo] relations with other ch11dren

This sense of personal worth or self-confidence identified ip the
creative individual might serve to explain the findings of Zirbes.47 Her
research indicated that the creative person was not easily defeated bec;use
he could find ways of salvaging even some small measure of success from>an

‘ experience which might have been relatively unsuccessful.

Ginsbury48 found some interesting relationships between hfgh Ccreatives
and their mothers in a study which invéstigated childhood antecedents of
crea%ive youngster;. It was determined thgt boys of high creative potential
were closer (but not necessarily more affectionate) to their mothers.

Also, there was a greater freedom of communication between boys of high
creative potential and their mothers than between bo&s with Tow creative po-
tential and their mothers.

Daw49 studied the life expectations, vocational needs; and choices of
original thinkers and good elaborators. It was discovered that the Tow

creatives had a greater proportion of Catholics among boys and gi;ls. There
was also a significantly greater proportion of Lutheran girls among the

-

low creative group.
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In the same sutdy among adolescent youngsters, it was found that high

creative boys tended to choose occupations in areas of service, organiza-

tion, general cultural arts and entertainment, while low creative boys
chose jobs in technical areas. (

“Finally, it was also determined that high creative boys had strong needs
for compensation, moral vglues, and good emp]oymgnt practices and policies.

Tprrance50 expressed concefn over the problem of maintaining fantasy

in the 1ive§ of children. He indicated that it is important to keep it alivé
until the iﬁ%gllectual development of youngsters was such that they could
engage in a sound type of-creative thinking. He indicated that pressures
against the expression of fantasy and imagination in our socieyt tended to

+

discourage such -behavior in children.

The Creative Learning Process -

Moddi®l indicated that too maéh emphasis$ has been placed on whethef a
creative act was new, unusué], imaéinative, and broke existing precedent.
He‘felt that more stress should be placed on its measure of value and appro-
priateness. He felt that one important area of consideration should be the
circumstances surrounding the act of creativity. He pointed out that great
creative acts did not always occur in a comfortaB]e environment, and that
many great creative acts in tﬁe history of our civiiization occurred during
very difficult circumstances. Specifically, he mentioned the work of Van
Gogh, Christ, and Toulouse Lagtrec. ‘

Guilford®2 identified two elements which he felt were the most relevant .
for creative thinking. The first ability was described as divergent-production.
This pertained to the fluency, flexibility, and elaboration of ideas.

Guilford's second element of creative talents was transformation

abilities, where the individual produces new patterns and form by revising

-




previous learning. A general characteristic of this group of talents

was a readiness for f]exibi]ify. This flexibility would in turn lead-

to reinterpretati;ns and reorganizations. Here, as before, the variety of
transformation abilities depended upon the type ofxinformation witb which

the person is dealing.

53

In a discussion of the creative learning process.\Taylor>® suggested -

a three-dimensional model. His first two dimensions were student-centered,
while the third was centered on teacher behaviors, mehtods,\and media.

Taylor's first dimension, the knowledge dimension, concérned the stu-
dent and the subject matter he learns. This dimensicn concerned the know-
ledge intake rather than the knowledge output of the teacher. -

The second dimension involved two psychological processes of learning.
These were identified as the cognitive and memory processesi Taylor felt
that these were receiving the heaviest emphasis in school. )

Out of the first two dimensions, dealing with content and processes, a
third dimension evolved.. This dimension consisted of the teaching ﬁethods
and otherenvironmental factors within the schools which served to implement
the first Bwo-dimensions.

Torrance54 saw the first step in the three step process of creativity
as a sensing of a need or deficféncy, random eXplqration and a clarification
of the problem. Following this process a period of preparétion involving
reading, discussion, exploring, and fermulating possible solutions ogccurred.
After this step camé an analysis of the possible solutions. Arrising from

this process came the birth of an insight, or illusion. The final stage

was the evaluative process through which the most promising solution for

.eventual selection is determined.

See Footnotes - Page 37
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0sborn55 described a similar creative learning process which he out-
lined in three steps. First cameithe process of fact-finding, which
demanded a definition of the prob]ém and the gathering apd analysis of
pertinent data.

The second step was idea-finding which involved the production and
development of iﬁeas. In this step, tentative ideas were formulated and
used as possible leads. This step necessitated a process of selecting the
most likely of the resultant ideas, adding others, and re-analyzing them
through a means of modification and combination.

Finally, solution-finding called for final evaluation and adopt;on.

. The evaluative process necessitated testing and verification of the tenta-

tive solutions. The adoption process required a final decision and ulti-

mate implementation of the final solution. ' ‘
ﬁi coulq be seen that the steps of the creative learnjing process of

Torranée and Osborn have severa] similarities. The ultimate difference \\\

was Osborn:s om%ssion of the stage Torrance described as the illumination

where the eureka phenomenon’occurred. Osborn also omitted the realization

of a deficiency which was indicated by Torrance as a starting point.

Sociological Implications of Creativity °

In a study of divergent thinking abilities of negro and caucasian
children, Iscoe and Jones96 found that{the divergen? thinking abilities of
" negro chi]dre; were superior to those of caucasian children in spite of
the fact that the caucasian subjects obtained significant]y higher
intelligence test scores.

This study of five to nine year old children also revealed no main

effects of chronological age on divergen thinking. Their results for both
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negro and caucasian chi]dreﬁ included pésitive correlations between conven-
tional 1.Q. tests and divergent thinkin§ abilities. These’findings sub-
stantiate those of Kurtzmand/ who also found a positive corre]afion bethén
intelligence and creativity.

Cicirel1i58 undertook a study of religious affiliations, socio-economic
status, and creativity using 609 middle-class cauca;ian sixth graders from
suburban Detroit. He Tound no significant differences between the creative
ability of Catholic, Protestant, and Jewish sixth graders. High and Tow
socio-economic groups did not differ significantly on verbal fluency,
flexibility, originality, or verbal elaboration. The high socio-economic
group scored significantly higher than the Tow socio-economic group on non-
verbal elaboration and on 1.Q | i l

Results of this study provide a 1itt1e\§upport to the belief that
differences in socio-economic status account for différences in creative
achievement correlations.

L]oyd59 indicated that speciai techniques caﬁlbe used to ‘increase or
develop ereativity with the culturally deprived. She 1i$ted.hhree charac-
teristics of a creative child:

1. "The creative child has developed a way of looking at the
world." |

2. "The creative child has a strong sense of 'self.'"

3. "The creative child has a soul that soaks up beauty, reacting | {
violently to it."

Whgle these three characteristics were not intended to constitute a
complete definition of the creative child, they répresented three charac-

teristics which were often overlooked in muéh of the ‘literature Lloyd




included three methods for'aeveloping these creative qualities in cul-
turally deﬁkived children:

1. "Givé them free:wheeling exploration.”

2. "Recreate these explorations through the use of puppet
building and other similar devices."

3. "Varied censory experiences. As he.grows creatively, his
need for language increases."

Yamamoto and others®0 indicated three findings in a study of intelli-
gence, creative thinking, and sociometric choice of fifth grade students:
1. "Creafive thinking as well as intelligence didn't have much

to do with a chi]d'éisociometric.status in the classroom”

2. "The more creative children did not tend tg ;how a stronger
~ tendency to pick friends from the opposite sex more than the low creative
group."

3. "Creative thinking'épparently was not associatéd with thé\socio—
metric status of the ;tudents.“

In a second study of fifth graders, Sitkeibl found a negative rela-
fionship between creativity and conformity to group norms. However , there
was a sligh. indication of differential conformity behavior between children
of differ;nt creativity levels. The suggestion followed fhat creative
thinking as currently measured was not so close a correlate of social can-
formity as had been genera]]} believed.

Creativity and School Performance '

Neufeldb2 administered the Southern California Tests of Creative .

Thinking ability to eighth graders. His research was concerned with the

- » -
relationships between creative thinking ability and academic achievement.

é

See Footnotes - Page 38




There was a significant relation betwein intg]]igence and all creative
thinking abilities for both males and females. It was also determined
that a significant correlation e;isted between creative thinking ability
and achievement variables. Further, the correlatioﬁé were highest within
the make. group.

Gilbert'sd3 findings agreed with Neufeld. Not only'did high creatives
perform better than low creatives on intelligence tests, but the high
creatives performed better on tasks of critical thinking than the less ’
creative group.

There was also a parallel between the steps involved in critical think-
ing and creativity. However, it_was found that high creatives did not fare
as well in getting grades aﬁd wefe less frequently assigned to honors

classes.

64 found that there was a low correlation between scores achieved

Jacobson
on Guilford's tests of creative thinking ability and measures of school per-
formance for adolescent youpgsters.

The subjects' grades seemed to reflect citizenship and other qualities
in addition to achieveﬁent in subject areas. Jacobson determined that pre-
sent curriculums didn't require appreciable use of creative thinking abilities.
This was found to be especially true for children with high 1.Q.'s.

In a study of 192 junior high school Students, Clark®d found that stu-
dents who scored high on divergent thinking variables had higher word
fluency and reading scores than Subjeéts c]assified as low divergent thinkers.

On a biographical form, high—coﬁvergent thinkers indicated that they
received higher grades and had less trouble with their school work than the

low-scoring group. Clark also found that the high-convergent thinking

group had parents who exhibited more interest in college than the lower
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scoring group.

' ] Har‘per66 found that high creative adolescent subjects performed sig-
nificantly higher in total critical thinking, academic aptitude, and absé;éct
thinking abilities. Inte]]igencé exerteé a ;trong influence upon perfor-
mance on tests of critical thinking, academic aptitude, abstract thinking, .
and earning of grades. '

From these two findings intelligence seemed to be a more important
factor in obtaining grades than high creative ability. Harper's study sug-
gested that in order to score well on tests of creativity and measures of
divergent thinking, it was also necessary to perform well on tests of

inte]]igehce.

Measurement of Creativity

According to Builford®” Galton's studies of geniuses constituted the
' first attempt to understand fhe hereditary determination of creative perfor-
mances. However, no attempt was made to understand the mental processes .
through which these creative productions were achieved.
Earay successful tests of inte]]igénce, from Binet to Terman and others,
were primarily aimed at the prediction of achievement of elementary children.

In evaluating achievement, little attention was given to self-initiated

ideas.

One of the most widely used tests of creativity was the Minnesota Test

of Creative Thinkigg:devé]oped by E. Paul Torrance and his associates at

the Bureau of Educational Research of the University of Minnesota.68 Torrance
searched for an instrument which could be used from kindergarten through
graduate school. Until 1966, this instrument constituted the only one of

its kind in the country which could be used to measure creative thinking

See Footnotes'- fage 38
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ability of elementary school children in a group setting.

In 1951, Torrance utilized certain materials from the Guilford tests,
including the following tasks: wunusual uses, impossibilities, conse-
QUenEes, problem situations, improvement, and problems. The Minnesota
adaptations consisted of substituting objects or situations which would be
more familiar to an elementary school youngster. Children were encouraged
to th%nk of unusual uses for objects like tin cans or cardboard boxes.
They were asked to imagine all the things that might happem, if animé]s and
birds could speak the language of men or if clouds had strings attached
which hung down to earth. The Guilford test asked the question, "What
would happen if all national and local laws were suddenly abolished?" 69

The Minnesota Bureau developed several other types of tasks. An

attempt was made to structure tasks which would follow the design of .the -

creative process, each requiring several types of thinking. This approach

was a departure from Gui]ford's emphasis on predictor measures representing
single factors./0

A concerted effort was also made to develop tasks which aroused the
curiosity and interest of the subject and allowed him to become completely
absorbed in his task, which Torrance felt was an important process of
creative thinking.71

Studies undertaken at the secondary level were made by Getzels and
Jackson.”’2 They attempted fo develop and contrast the characteristics of
youngsters with high creative abilities and high intelligence quotients.
Their tests of creativity involved a battery which dealt with_the subject's

ability to deal with verbal and numerical symbol systems and object-space

relationships.

"See Footnotes - Page 38
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It was found.that gome veﬁ} intricate and unusual problems arose in
the scoring procedures used. /Getze]s and Jackson discovered that the
choicé between subjective and/objective measurement was of great impor-
tance. The problem was how to adequately grade the richness and uniquéness
of the subject's resﬁonse without sacrificing any of the scoring reliability.
Their attempt to maintain a good balance between the objectivg and subjéctiv;
methods led ‘to the development of an elaborate and time-consuming procedure
of seoring.73
The Getzels and Jackson battery consisted ofithe foJ]owiﬁg sections:
word association test, uses test, hidden shapes test, fables test, make-up
problems test, do you agree test, personal opinion questionﬂaire, descriptive

words test, Cp]iforﬁia Test of Personality, and indirect sentence completion.’4

Barran's Measurement of 0nigina1it175 was composed of eight tests which

were all free- response tests. The subject was not presented with any alter-
native. Instead, hehad to devise his own.ways of solving the brob]ems,
seeing the blots, interpreting the pictures, or putting togetber the words

or letters,

The eight seétions of the Barron battery included: unusual use;,
consequences B., plot titles-B., Rorshach 0. Thematic Apperception Test,
originality rating, anagrams, the Barron Word Rearrangement Test: Originality
rating, and the Barron Movement-Threshold Inkblots. Interrater agreement for )
these night sections ranged from .43 on the plot titles B and fﬁe Barron
Movement-Threshold Inkblots to a high of .77 on the unusual uses section.’6

One of the newest group testg of éreé&ivity was deve]op;d by Risser
and Metfesse1.77 The authors needed a test which would constitute a culture

free instrument for measuring disadvantaged youngsters. They suggested

See Footnotes - Page 38, 39
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that tests of creativity would be more successful in predicting academic j
success in school than traditional intelligence tests.’8 They indicated
that intelligence tests had emphasized convergent thinking, or the ability
to ascertain the one right answer. The ability to arrive at new or ori-
ginal answers was emphasized on tests of creativity. They felt that the
measurement of these dievergen thinking abilities was especially important
in owrking with disadvantage youngsters. |

The Metfessel-Risser Tests of Creativity were divided into six major

components: sensitivity to problems, fluency of thinking, flexibility

in thinking, or{ginality in thinking, elaboration ability, and redefinition.

A number of tests were developed to measure these six abilities.
Risser79 later completed research which proved his theory that indi-
vidual tests of creativity were more culture fair than traditional intelli-

gence tests. His findings showed items in tests of creativity were not

‘dependent upon a certain cultural background.

Adams80 discovered a degree of significance pertaining to the condi-
tions under which tests of divergen thinking were administéred. Subjects
were giQeﬁ tests under three different atmo%pheres. He found that the
degree of spontaneous flexibility evidenced was influenced by the experimental
environmént atmospheres. The highest degree of divergent thinking was
;ttained under an openly receiptive, non-competitive atmosphere.

Sbmmarx

In summarizing the Review of Selected Literature, the following
genera]izatioﬁs can be drawn:

1. Rigidity and inflexibility on the part of teachers is a deterrent

to the development of creative thinking abilities in children.

See Footnotes - Page 39




2. Imagination and divergent production must be tolerated and
encouraged in order to devleop the creative thinking aiblities of children.
3. A child centered approach emphasizing prob]em-so]viné and dis-
covery techniques as opposed to over-emphasis on subject matter is important

in the development of creative thinking ability.

4. One of the chief characteristics of creative students is their
love of humor, ’

5. School principals must be interested in establishing a climate for
creativity so that teachers can successfully carry out.creative thinking
activities in their classrooms. ‘

6. In order for creative thinking to %1ourish, there must be a lack
of threatening classroom atmospheres.

. 7. A supportive classroom climate wh1ch provides opportunities for "
orlg1na1 thinking, problem-solving, and honest appreciation for creative
behavior, is necessary for creative thinking o flourish:

8. In order for children to score high on tests of creativity,above
average intelligence is required. However, high intelligence does not
automatically result in correspondingly high scores on tests of creativity.

9. Because highly creative children demonstrate a sense of self-

confidence and personal worth, they are not easily defeated.

.
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CREATIVITY IND EDUCATION

larold H. _Ancierson
‘ Rescarch Professor of Psychology
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VIDIO PIPER III 1
Michigan State University |

I shall examine two systems of ecucation in an attempt to demonstrate
Ehe role of cach in producing creatiwe. persons.
oo
kY

THE OPEN AND THE CLOSED SYSTEMS IN EDUCATION

+. 'The Open System - The Open System is a stimulating system of relationships
which accepts uniqueness in perception’and in thinking. Familiar examples
of the Open System in education ae found in the seminar, the class dis-
Cussion, the tem paper, the orig:nal experiment, or student project.

These are examples found at different levels in ‘the educational program.

The greatest opportunity for learr:ing in the Open System, however, is

found in infancy and the preschool. years when there are few environmental
demands, no curriculum, and little: systematic teaching. It is at this

period of no curriculum‘and little pressure that the greatest and most ra-

pid learning takes place and that creativity is most universally manifest.

The Open System permits originality, experimentation, initiative, and
invention; it constitutes the propitous envirorment for creativity. -

2. The Impersonal Closed System - In education the Closed System is concerned

very little with originality or invention by the student. It is concerncd

‘ mainly with acquiring a body of knowledge, memorizing of facts, and find-
\ ing answers to problems--all of which are already known to samcone else.

a. The Educational Curriculum - In education the Closed System is con-

' cerned with the memorizing of facts, formulas, and beliefs and tho
acquiring and, storing of information. The information may be highly
verified scientific findings, or it may represent bias, prejudice,
superstition, or grossly false reports.

I am not betlittliné the multiplication tables nor the desirability of )
learning facts, because these are the tools of thinking and of comwu-
\ nicating. They are means to an end.

* - In the Closed System of education the student has only to learn what
his forebears have already discovered or agreed upon. He learns what
sameone else thinks is right or wrong, to follow directions, and do
what he is told. Unfortunately for most of us that is where our
school leaming stopped. Tt is, however, the system by which the
heritage of the race is preserved--including the sorting, classifying,
and cataloging of attics full of useless, unlovely, and undiscarded
psychic antiques. . '

b. Fixed-Answer Problem Solving - In the Closed System of education, the
problems have fixed answers. That is, the answers are in the back of
the book; they have been agreed upon by the culture, or they are found

‘ in the teacher's head or in the program of the teaching machine.
Closed System education requires a kind of léarning common to chemis-
try, physics, and mathematics, but is found in all subject matter areas.
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v. Psychological Laboratory Studies in Learning - Almost all of our tra-
ditions and psychological theories about learning and problem solving
have been obtained fram "fixeci-answer! or closed-system experiments,
Rewards and punishments’and "avoidance learning" in animals or in
humans have defined goals and patterns of research design set in ad-
vance by the experimenter. They are excellent for the kind of obe-
dience learriing so important in dog training. But they do not produce
the open system creativity found in huming a new tune, writing a poem,
or making a scientific invention.

It is yet unknown to what extent the closed system learning theories of
the animal laboratory can be applied to the purposes of general educa-
tion. It is certainly unknown to what extent closed~-system conformity
(reinforcement) learning of tle psychological laboratory can be applied,
if at all, to the creative process in human behavior or to ‘open systém
learning. Psychologists know practically nothing about open system
learning. '

d. Intelligence Testing - Mental testing is another area of psychological
activity which reveals the.wide extent of the Closed System, Practi-
cally all intelligence, ability, and achievement tests represent closed
system performance. In these tests the ideal performance is conformity
of desirable or.even of usual behavior. We are just beginning to dis-
cover the meaning and the limitations of the Closed System in our past
endeavors in psychological testing. For 20 years, we have known that
there is samething beyond an IQ of 140 that is important for producti-
vity. But, for 20 years, we have known that it is not additional IQ
points that make the difference. Creativity adds little to the child's
IQ score. In Terman's genetic studies of "genius," the subjects were
selected on the basis of their performance on closed system "normative"
tests with answers in the back of the test manual. In retrospect, it
is not surprising that the children in Terman's study, while developing
into intellectually campetent adults, have not distinguished themselves
by their great originality in the arts and sciences. These "geniuses"
were selected not on the basis of a demonstrated originality or unique- -
ness in their responses but on the basis of their swift and superior
conformity in cultural nomus. °

e. Nommative Individual Differences - Certain other limitations in classi-
fying students were not apparent in the early stages of the testing
movement. Creativity, uniqueness, invention could not be treated within
the conventional Closed System of statistical techniques. For exanple,
the concept of individual differences became submerged in the normative
treatment of testing programs that produced central tendencies arxl
correlations, )

-

The research goal of the early testing movement was, however, primarily
correlation and prediction, But only similarities can be correlated,

and only the definrd can be predicted. The uniqueness, which can neither
be predicted nor defined in advance, and which is a necessary evidence
of creativity, has been generally ignored or discarded by the statisti-
cians and the testers. Only recéntly have there been efforts to capture
and assess in test responses qualities of originality which for 40 years
have been discarded. )
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S and 1940's was an effort to break out of the closed
system method of "scientific evaluation® and to came closer to the
originality of hidden truths in the unconscious. By the 1950's we -
could see that to assess an irdividual 1s also to assess his inter-
acting both with accepting anc with threatening persons. Projective
tests were a discovery of a means of inducing symbolic conminication
in otherwise threatening situztions. To discover the hidden truths °
of the unconscious is to open a closed system of defenses which the
person has erectéd against a threatening environment of tabus, quilt
and derision. Projéctive tests permit the unconscious in symbolic
ways to came nearer to the conscious, to came into the open.

f. Prog'ective Tests - The spontareous outbuirst of "projective” testing -
o 9

.

g. The Problem of Motivation - If the closed system of education can-
sis y in Ing available to the student a record of man's past
experience, achievements, or agreements, educators would have few
problems of motivation. Small children are curious investigators,
open minded and adventuresame, interested in practically everything
that touches their five senses. There is no problem of motivating
small children. When the child goes to school, however, he encournters
a curriculum wiich includes certain social pressures for him to learn,
all of which have been set up by sameone else. If we were to ask one
question about motivation, it would be: What have the persons in the
child's enviromment done to him to make the record of the past dis~
tasteful to him? Problems of motivation in education are probably
related to the pervading presence in our educational institutions of

The Personal Closed System - The Closed System of man's past experiznce
mﬁem is an impersonal Closed System. _ The past does
not react, or respond, or interact with man. The past can inspire man or

cause him to pause in wender, but all diggers are the same to the' dinosaur's

bones. There is-no motivation in the dinosaur's bones. The pérson-to~thing

relating is of a different order than the, persan-to-person Yelating.

Person-to-person relating is of two directional orders: The Upen System in..
which one individual both stimulates another and accepts ancther - which
permits the other to go beyona himself and at the same time to be himself
in interacting, to be unique, honest, and most important, creative, The
order is also directional but opposite to the Open System in that one indi-
vidual tends to restrict the expression of uniqueness, to obstruct or
inhibit the creative interaction. Through damination, one person exerts
power over another, or through usurpation puts himself in the place of
another, and does his thinking and directs his acting. In both damination
and usurpation there is force, threat, or the symbolic expressions of

force in shame, guilt, and other techniques for the stifling of individual
differences and for producing conformity. This personal damination and

its symbolic expressions is the antithesis of love. It is so widesprcad in
the history of man as to have led others more recently to classify it as a
psychic plague analogous to the physicist's enthropy, which, according to
the second law of thermodynamics, operates only in a closed system as a
degrading of the quality of energy over time.
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The history of the social evoluticn of man is a record of man's efforts

to break out of a personally Closed System of domination and usurpation
and advance into the greater freecam of an Open System with correspondingly
greater respect for the individual. Differences between the perscnally
Open System and the personally Clused System are found in extreme forms in
the contrast of democracy versus ¢ictatorship, of freedam versus slavery.
Milestanes along: the path of civi: ization in controlling this piague of
treating man as a thing, of using force and authority to usurp the creative
prerogatives of man, are seen in the Magna Carta, in the Declaration of
Independence, and in the Supreme (‘ourt decision - on integration oi races
in the schools. It is seen also in revolts against colonialism in the Far
East and in Africa. '

The education program has inherited the biases, fears, and anxieties of
parents who are afraid to pemmit children to think and act for themselves.
What is the meaning of campulsory attendance,”of required courses, of core
curricula, of specific assignments, of examinations, rewards, trophies,
prizes, "honor" societies, failures, and punishment except as expressions of
control? The usc of power over a student is first an expression of lack of -
respect or of confidence in the person over wham it is used. It in turn
becames a source of anxiety in the student, an inciter of defenses, and hence
a degrading of the quality of behavior of which the student is capable.

The predicted outcame of this cultural domination is less -of "motivation"
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THE MEANING OF CREATJ;VITY

When we discuss creativity in educ ation, everything we say must be inter—

preted in a context of relativity. There are no absolutes except by definition.

Superlatives are expressions of poetic license, artistic exaggerations, carica-
tures to emphasize a point.

It 1s axiomatic that Creativity must represent the emergence of an original,

sanething unique. If we can accept this axiam, let us examine several proposi-
" tions about creativity.

1.

Creativity as Product and as Process - Traditionally, creativity is asso-
clated w1§i a painting, a piece oi“s'culpture + @ sonnet, an invention, a pro-
duct that can be seen, studied, enjoyed. The product, however, tock time to
produce; it did not happen all at once. In the conception and the mak ing
of the product, there have been several attempts and failures, transitions,

and revisions. Creativity must be thought of as a process of planning,

" experiencing, acting by the person who is creating ‘the product. ~

The finished tangible product of creativity has been given greater atten-
tion than the abscure process leading to it. The process is often unver-
balized, even by the person himslef » and therefore uncommunicated to others.
We are, nevertheless, concermed here with creativity as a develommental pro-
cess fram infancy throughout the entire 1ife span. '

The Process of Creativity Exists Only in the Mament of Now - One can definec

.or descr Mona Lisa only after it has painted. The product of

creativity is not predictabie. The product is not even definable or
describable until the student, the author, the artist, or sameone else can
lodk back on a process that, as far as this product. is concemed, has becn
interrupted, stopped, fixed, closed, '

The product exists only in the closed past; the process anly in the open
instantaneous moment of now. The process is the flow of the "totality"
of the person between the historic past and the unknown, unpredicted, and
unpredigtable future, .

The Product of Creativity Exists Only in the Past - The products of the
sclences and the arts not only belong to the past; they take on the charac-
teristics of the crystalized Closed System of the past, The product of past
experiences has a stati-, unchanging immobility. It is rarely that fram the
product one can infer or imagine the process, the struggle, the imagination,
frustrations, endurance that went into the product, Hemingway succeeded in
an extraordinary way in presenting vividly and understandable the successive
maments of now in the story of the 0ld Man and the Sea. But he has not told
us of his successive moments of now in concelving and writing this exquisite
tale. 1In fact, it may be one of the illusions by which we presume to judge
the quality of greatness that the product is so stripped of nonessentials

and irrelevancies that it seems in its simplicity to have come without cffort.

Creativity, however, is based upon an awareness of the past., The réports of
creative persons rather consistently imply that the process that produces a
novel product is based on wide and deep knowledge and experience, in addition

to skills, persistence, and hard work.
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The past, however, contains answers only to problems of the past. Attompts
to apply the answers of e past to the problems of the present produce
sterotypes. “Answers" to the problems of the present are derived fram
reorganization of experience by a human being fram his awareness of the
past; but the answer is invented Ly the individual person interacting spon-
taneously and Creatively with his present envirorment. The moment of in-
vention is now; it is the Spontaneous, truthful expression of a person
interacting with his enviromment. With a richer awareness of the experience
of the past the persan can presumibly act more fully.

Creativit:z' as a Qualitz of Protoplasm - In biology each ceii 1§ unicue, a
special and individu 1stic organization of matter. No-one nas found two
biological cells ldentical; no ane éxpects to. A biological cell - life -
is the emergence of an original.

In evolution, as cells "learned" to interact in a mutually harmmonious way,
they became specialized in structure and in function. Over millions of years
the process of organization of matter has continued, producing different

the process of evolution.

Creativity as Harmonious Interacting (Sociallg In%rative Behavior) -
Uniqueness or 1viduality 1s not enough to descr process of creati-
vity. The person does not live in a vacuum. Life, itself, is an Open

System and one cannot live fully without a harmonious or integrative inter-
acting with his envirorment, Creativity as an unfolding or flowing or
individual differences presupposes an individual in a propitious enviromment.
Creativity is not found in the person as such. We know that in certain -
situations one is stimulated and feels more free to be himself - in other
situations he feels threatenéd, inhibited, and becomes. cautious or even
afraid to express his ideas. Life is.a process of interacting: it is crea-
tive to the extent that the interacting is harmonious, Persons in the
enfironment can facilitate or retard the interacting, To the extent that
this interacting is threatening or lacking in hamony, one becames defensive

mobility, the environment of persons begins to close in on him. The child
encounters a complicated system of environmental demands, tabus, socializ-
iny and acculturating processes. These early requirements for conformity
are climaxed by a school curriculum which also js mostly Closed System
learning and from which there is no escape.
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The environments of most children do not stimulate nor ever permit the
continuing process of develomment in creativity.

It is not surprising that in early childhood creativity is universal and
that among adults it is almost nonexistent.

Range of activities included under creavity viewed in terms

of the above propositions is to be found in everyone and at all ages. It
then follows that the range of activities to be included under creativity
would be very wide indeed. ‘The questjon will occur to same whether the
concept of creativity thus becames so general as to have lost its meaning.

No one asks whether learning at any age or at any level or in any medium
is so general as to have lost its meaning. Creat1V1ty as process is impor-
tant not because the product of each mament is such a gem but because the
process' is the essense of life itself.

The Unconscious: The Truth Within the Self - No one knows where or how the
unconscious develops in the human infant. The concept of the unconscious
as developed by Freud is today being re-examined to make it consistent with
assumptions that the basic, primary things in the universe are positive

and directional: lowe, life, growth, communication, harmmony, evolution,
and. progressing mtergrdtlon with the cosnos.

Reports of adults, of poets, scientists, artists indicate that conscious-
ness by itself does not seem to be able to produce things of beauty, truth,
nd harmony, or at least not to do it so well as when one can draw on the

so~called depths of the uneonscious, the truth within the self.

The conscious and cultural world of the adult and of the child is intolerant
of truth and beauty as the person himself sees it. The person is thus
obliged to behave in restricted and symbolic ways, revealmg only so much
of himself as it is safe to reveal. The quality of one's symbolic behavior
is degraded to-the extent of the necessity to cloak and disguise it in the
double talk which a judging, evaluating, and daminating culture requires..
The remainder of his conscious behavior is a camouflage or veneer which
every adult has learned very early and painfully as a child but very well

in the "soc1allzmg“ process.

The inspired moments reported by creative adults as coming in the night,

on a walk alofhe, or in the early morning hours seem to be maments when the
person can more easily cast off the trappings of sham, the irrelevancies of
the culture, with which he is obliged to live and which color his conscious
thinking. It is at these rare, inspired moments of unity, harmony, and
security in his interacting with the universe that one senses his origi-
nality, lives consciously with his unconscious, becames creative.

To live creatively is to live truthfully. It is to live truthfully as one

himself sees the truth. To live merely according to the truth as anyone
but himself sees the truth is not creativity, but confomity.
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VIDEO PAPER TV

TWENTY~STX CORRELATES OF CREATIVE BEHAVIOR WITH EXAMPLES OF

CLASSROOM PROCESSES TOWARDS THEIR DEVELOPMENT
PROJECT POTENTIAL

N.S. Metfessel, Ph.D., Mildred Murry, M.S., and J.T. Foster, M.S.

1. yolefance for Ambiguity

a.

b.

,-

Definition: Feeling comfortable when faced by a complex social
issue having opposed principles intermingled, as deviation from
a standard or acceptance of a state of affairs capable of
alternate outcomes.

Classroom Application:

. Exercises where rewards go to those keeping a problem "open"
by resisting attempts by others for premature "closure."

. Developing a willingness to tolerate a calculated degree of
humor--foolishness, absurdity, incongruity, exaggeration,
satire, irony. ‘

. Realizing that all that is unproven is not necessarily wrong.

. Regarding creativity as a process in which there may or may
not be a tangible product.

. Avoiding forced, set patterns.

. Respecting '"differentness."

2. Self-Sufficiency

a.

b.

Definition: Knowing the self as an individual that has ade-
quacy and capability of qualification, skill, and efficiency.

Classroom Application:

. Opportunities for individual pupils to design, carry out, and
evaluate their own activities.

. Dispensing the sense of awe of masterpieces. -

. Encouraging self-respect and trust in self.

. Accepting aloneness as a vital part of living that is comple-
mentary to togetherness.

3. Independence in Making Judgments

a.

Definition: A personal, critical assessment and appraisal
of alternative variables which allows an individual at any
given point in time to be a "minority of one."

Classroom Application:

. Activities which demonstrate sometimes negative influence of
group consensus or pressure, especially as developed against
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people who were "right'" and resisted these pressures even
though they were a "minority of one."

. Helping the pupil to perceive and to define the problem
correctly by keeping a balance between: (1) time and timeli-
ness, (2) orderliness and logical thinking, (3) respect for
authority and maintenance of self-respect and individuality,
(4) responsibility to the group and the teacher and responsi-
bility to himself ("to thine own self be true..."), (5) infor-
mation and information-getting skills.

COPYRIGHT
BY NEWION S. METFESSEL 1965
ALL RIGHTS RESERVED

4. Self-Assertiveness (With Self-Acceptance)

a. Definition: Having an attitude toward one's self and one's
personal qualities that finds them of unique worth--an
objective and unemotional recognition of one's abilities and
limitations without undue sense of pride, guilt, or self-blame.

b. Classroom Application: ¢

. Situations which allow one person to initiate an idea which

is carried out by others under the leadership of the initiator.

. Capitalizing on the pupil'’s potential for self-direction
by testing through application the hardware of thinking--
knowledge and intellectual technique.

. Recognizing that same pupil bahavior which may be most irritating
arises out of pupils’' struggling attempt to reconcile opposites

in their nature and to tolerate large quantities of tension
as they strive for a creative solution to difficult problems
which they have set for themselves. (MacKinnon, 1960)

5. Risk-Taking Orientation

a. Definition: Taking a chance of encountering failure, hazard,
or peril or exposure to such a chance.

b. Classroom Application:

. Assignments in which the importa.ce of the right-to-fail
is demonstrable. ;

. Exercising controls until skills are adequate, then permitting
wide testing of limits. (Torrance, 1964) a

. Encouraging guessing that is followed by confirmation.

. Capitalizing on pupils's natural curiosity.

. Helping pupils channel their high level of ‘- trgy into inde-
pendent projects so that pupils can better ...pe to reach the
high goals of achievement which they set for themselves.
(Ventura County Schools, 1962)

6. .Constructive Non-Conformity as a Way of Life
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a. Definition: Situations in which the pupil makes posftive |

contributions though hehayior does not correspond to a recog- ' |

. ‘ nized pattern or standard. |
. ’ |
|

b. Classroom Application:

. Practices which demonstrate the difference between non-
conformity per se (Just being "different") and constructive
non-conformity.

- . Putting aside or rejecting conventional and superficial
explanations of -~henomenon (part of Einstein's genious was
his inability to understand the obvious).

. Encouraging self-initiated learning with rewards for unique
achievement and not for conforming achievement only. T{Guilford, '}
1960) ‘

. Pupils learning to question answers as well as to answer
questions. (Guilford, 1960)

. Respecting the right of each person to develop in his own
unique way, so long as his conduct is socially tolerable.
(Guilford, 1960)

. Having a continuum of rewarding creative thinking in order for
it not to be stifled. (Guilford, 1960)

. Using problem sélving in connection with behavioral informa-
tion.

. Realizing that a creative person may have an atypical concept
of adjustment, namely to adjust the environment rather than

+ to adjust to the environment. (Ventura County Schools, 1962)

‘ ..+ Accepting the dignity and worth of these individuals by
helping them to accept themselves, eSpecially their gifted-
ness. (Torrance, 1964) “

. De-emphasizing group participation with its demands for con-
formity and provide maximum opportunity for the able pupil
to work out his own interests.

7. An Intellectual Set Towards Alternative Answers and Solutions

a. Definition: Serial behavior in which one type of response
having been made to a stimulus a certain number of times shifts
to another response existing, occurring, or performing so as
to succeed in turn, first one then the other.

b. Classroom Application:

. Procedures which positively reinforce those who question simple
answers to complex problems and who deal, where appropriate,
in multiple-causation models.

. Helping pupils to improve their ability to ask better questions
by making good guesses about what the possible answers might
be.- (Torrance, 1960)

. Encouraging spontaneity as well as a series of logical problem
solving techniques.

. Discovering the unexpected when seeking for something else.
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. Realizing that conflict can be an opportunity for creative
I thinking~~how we can improve upon the situation, hence resolve

differences, or accept an alternate outcome? (Ventura County
Schools, 1962)

8.  Enhancing Interactiveness

a. Definition: Intensifying mutual or reciprocal influence between

two or more people whereby the behavior of one is stimulus to
the behavior of the other.

b. Classroom Application:

. Dynamics which indicate that too much conformity robs one
of individuality and that . too much individuality robs one
of the benefits to be gained by continued interaction with
others. .

. Being active rather than inert, creating as well as reacting.

- Encouraging varied types of competition. (Torrance, 1964)

. Having group discussions wherein some pupils help by setting
the stage while others make crucial leaps ahead by not slavishly
following the discussion, but later re-entering the discussion
to send it down new, fresh routes. (Ventura County Schools,
1962) .

. Devoting considerable teacher time to information interaction
with one or two students at a time.

. Avoiding conditions which produce fear of criticism which are

. likely to inhibit the individual's expression of creative
. ideas. (Ventura County Schools; 1962) -

9.  Fluency (Group Oriented)
a. Definition: Facility with which ideas are called out of
. memory storage for use in new situations. (Guilford, 1960)

b. Classroom Application:

Word: Fluency--ability to think of words rapildly, each word

satisfying the same letter requirements. (Guilford, mimeo)

- List words containing the letters "f" and '"g."

Ideational Fluency--ability to generate a quantity of ideas—-

assoclated with impulsivity, self-confidence, ascendance, appre-

clation of originality, and inclination away from neuroticism--
ability to list rapidly meaningfpl words or ideas in a specified
category to meet meaningful requirements.

. Listing objects that are solid, white, and edible.

. Brainstorming first a list of problems and then a list of
suggested solutions--criticism must be withheld until later
(Judgment is ruled out in the idea producing stage); the
wilder the idea the better as it is easier to tame down than to
think up (free-wheeling is welcomed); the greater the .number
of ideas, the more the likelihood of winners (quantity is

. wanted) ; in addition to contributing ideas of their own,
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participants should suggest how ideas of others can be joined
into still another idea (combination and improvements are
Sought) .

in distinction from the factor of ideational fluency which

involves giving ideas that fit a class. (Guilford, mimeo-

graphed bibliography)

- Listing wyords that have some relation to a given word
(synonms, inventing new words, words which communicate
feelings or moods--"squishy" words) .

. Applyiag thinking by analogy, for example, may have a more
general utility.

Expressional Fluency--ability to put words into organized

phrases or sentences.

. Facile construction of sentences as making a four-word
sentence using the initial letters w_c e n . (Guilford,
1960) :

. Tasks such as writing of sentences.

. Tasks so broad as to Pertain to organizing ideas into systems,
. Exercises, for example, in which the group is asked to produce
clever titles for a selection read in class, and finally to

select the best title.

10. Fluency (Individually Oriented)

a.

Definition: The person who produces ideas rapidly should have
an advantage in creativity over the person who produces

them more slowly, providing the average level of "quality of
the ideas is equal. (Guilford, 1960)

Classroom Application:

. Situations which help individualg increase the flow of ideas
by such exercises as listing all the different ways of doing
something, or uses of an object--within a given period of

time; quantity of output determines the score providing the
responses are appropriate.

1l. Originality (Group Oriented)

a.

Definition: The meaning of "originality" has caused some
debate. '"In our research and in that of others originality
means the production of unusual, far-fetched, remote, or clever
responses. But there are some who say that an idea is not
original or novel unless no human being has ever thought of

it earlier. This conception is worthless to the scientisgt
because there is no way of knowing that an idea has never existed
before . . Fortunately, we can resort to empirical signs of
novelty in terms of the statistical infrequency of a response
among members of a certain population that ig culturally
relatively homogeneous," (Guilford, 1962)
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b.

Classroom Application:

. Opportunities for becoming aware of the potentially "unusual"

in the pupil's surroundings. An exercise, for example,

in which the group is asked to observe a scene, and then to
write about an unusual aspect of the scene--with increased
point allowances for the extent of unusualness, i.e., how
infrequently other members of the group selected the same
aspect.

. Rewarding original ideas. *
. Judging these ideas even though this is difficult because of

lack of existing standard and their very novelty.

. Testing systematically each new idea before passing judgment.

. Providing warm-up experiences as a prelude to the creative act.
. Using humor.

. Keeping the structure of the situation open long enough so

that originality can occur. (Torrance, 1963)

. High originality scores are associated with aesthetic expres-

sion, reflective thinking, tolerance for ambiguity, and little
need for discipline and orderliness. (Guilford, mimeographed
bibliography) ‘

12. Originality (Individually Oriented)

a.

Definition: The ability to produce uncommon, remote, or

clever ideas, as on a continuum. When test directions ask the
subject to be more original or creative, he makes higher scores
on originality, but lower scores in ideational fluency; he

also performs more slowly.

Classroom Application:

. Practices which require the ability to have unusal or

clever ideas or see relationships between things. An
exercise, for example, in which the pupils are instructed
to use any method other than the obvious one of reading
to or telling the class in making a report--for instance,
dramatizations, quiz session, tape recorders, interviews,
etc. .

. Uncommonality is a factor in creative thinking--that means that

any idea which no one else has thought of is uncommon and
therefore might lead to a really new idea. (Ventura County
Schools, 1962)

. Faulty perception of the problem and its requirements may

sometimes lead the person to an effective approach which

he would never have considered if he had in the beginning
seen the problem in its proper way. (Ventura County Schools,
1962)

. Classroom periods of silence,

13, Flexibility v

a.

Definition: Ability to be free from fixed ideas and habitual
ways of solving problems, ability to strike out in new and
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unexpected directions to achieye noyel results., It also means
a change of some kind-~a change in the meaning, jinterpretation,
‘ or use of something, a change in understanding of the task, a
change of strategy in doing the task, or a change in direction
of thinking, which may mean a new interpretation of the goal. g
(Guilford, 1960, 1963) 3 )

*

b. Classroom Application:

Spontaneous Flexibility--production of a diversity of ideas in
a relatively unrestricted situation (addition, combination,
substitution, ways to improve a product), a tendency to jump from
one category to another even when there 1s no need to do so
(keeping our thinking at a rather high level of abstraction,
thinking in terms of broader classes).
Adaptive flexibility--abandonment of conventional problem-
solving methods that have become unworkable and to think of
original solutions (reversal and changing positions as putting
the eye of the needle in the point of the needle to make possible
the invention of the sewing machine); ability to use a variety
of approaches to solve problems when this is necessary to
thé solution; making changes of some kind--changes in inter-
pretaton of the task, in approach or strategy, or in possible
solutions. =
- Our current interpretation of .the factor of originality
is. that it is adaptive flexibility in dealing with verbal
information. (Guilford, 1962)
‘ . Exercises which permit the counter-action to "closed"
systems of "thinking. An exercise, for example, in which pupils
are asked to think up various alternatives for some .
propagandistic situation.

14. Elaboration (Free Association Ability) ' : AN
4

a. Definition: Ability to supply detailed steps of a plan when
given a bare outline of what is wanted. (Guilford, 1960)

b. Classroom Applications: °

. Activities which permit pupils to add to a stimulus in
order to come up with a finished product. An exercise, for
example in which pupils draw two '"squiggle" lines on their
papers, then complete a drawing and write a story about it.

. Press thinking far enough, do some of the tedious work of
implementing ideas, submit these ideas to analysis or standard
tests.

. Provide a few kinds of activities which have a continuity
not broken by mundane interruptions and which can be completed
over a period of time, manipulation of main ideas and their
details,

15. Redefinitive Abilities
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16. Time

Definition: Ability to remake boundaries between classes or
groups of phenomena, between meanings of words or phrases, or
in terms of use.

Classroom Application:
[
Gestalt radefinition--ability to give new meanings to the use
of an object. (Guilford, 1963)
Symbolic redifinition--ability to regroup letters of familiar
words to make new words. (Guilford, 1963)
Figural redifinition--ability to look at a complete line drawing
and discover hidden figures. (Guilford, 1963)

. Practices which allow pupils to "look at" things in a new
light. An exercise, for example, in which pupils are asked
to think of some purpose for an object other than that for
which it was originally intended.

. Helping the pupil to become aware of the consequences of the
functional application of information. (Ventura County
Schools, 1962)

for Idea and Problem Development

Definition: Structuring the classroom schedule to allow for
sequence in a teaching unit extending over a considerable period
of time, i.e., imagining and thinking in a situation that knows
certain elements and will ascertain other elements.

Classroom Application:

. Assignments which are of the 'taking-home'" thinking type,
so that anytime during the following days or weeks a pupil

. could jot down his ideas on the problem. The teacher could
take a few minutes every so often to refresh pupils' interest
and encourage their thinking along new lines.

. Providing for alternate active and quiet periods.

. Instruction should periodically permit pupils to cope with
an unstructured problem appropriate to the subject matter,
intriguing enough to provike pupil interest, and complex
enough to represent a challenge. (Ventura County Schools,
1962) ' -

17. Freedom for Idea and Problem Development

a.

b.

Definition: Minimal use of external restraints to allow the
pupil tg make his own decisions regarding the kinds and/or
directions open to him,

Classroom Application:

. Procedures which allow pupils to do something "for practice”
once in a while--without the threat of evaluation. An
exercise, for example, in which they create games and vary
the rulec and restrictioms. ) "




- |
+ Giving pupils opportunity to discover, select, and define |
their own problems. (Ventura County Schools, 1962) }
. . Balancing the richness of exposure to many instructional devices }
and minimal external stimuli to maximize the conduciveness
to creativity in the classroom. (Ventura County Schools, |
1962) .
. Maintaining a combination of instruction devices as an open 1
system to encourage multiple approaches to problems, then
having quiet periods to encourage creativity. (Ventura
. County Schools, 1962)
+ Using all the known learning and thinking processes in teaching .
pupils subject-matter content, as new instructional devices
alone do not encourage creativity--they tend to preserve
traditional educational practices. (Ventura County Schools,
1962)
. Listening, being actively interested. (Torrance, 1964)
+ Providing opportunity to develop purposes worthy of .the en~
thusiastic devotion creative pupils seem capable of giving.
(Torrance, 1964) :
- Sharing the creative pupil's joy of working, for he does
not crave power but the satisfaction of creative work.
(Torrance, 1964)
. Withholding immediate judgment of pupil ideas, for this may
suppress, curtail, or otherwise stamp out questioning and
other curiosity behavior. .

18. The Ability to Stimulate Momentum Following Idea or Problem

. Development

a. Definition: Giving impetus to the whole process by which a
pupil can be motivated to continue a study to a point of
closure on his own.

b. Classroom Application:

. Maintaining a combination of instructional ‘devices for stimu-
lating curiosity and wonderment--providing pupils with a wide
+variety of experiences, -

. Testing systematically each new idea.

. Giving information about the creative process.

. Helping the pupil make use of the relevant information that
he does possess; if there is a superabundance of information v
presented in thé problem, help the pupil sort out what is
relevant from the confusing mass of the irrelevant. (Ventura
County Schools, 1962)

. Avoiding relentless pressures to be well-rounded. (Torrance,
1964) '

19. Information Reception Skills (Reading)

a. Definition: The act, practice, or art of perusing written -or
printed matter and ascertaining or considering its content

‘ or meaning.
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Aruitoxt provided by Eic:

a.

b.

10

Classroom Application:

. Assignments which provide for outside reading of articles
and which require the pupil to make an cutline of his ideas
that were "sparked" bv :eading the article.

. Fnenuraging the acquisition of knowledge in a variety of
fields.

. Encouraging critical, imaginative reading by teachlng library
skills, urgipng self-directed and discriminating reading as
well a4 repetitive re- rpauing. {(Ventura County Schoals,

1962)

. Inquirv i< more active and suslained iIn that it represents a
positive, aggressive scarch for knowledge and underst.anding
(selr-directed process of systematic investigation). (Veatura
Count  Schools, 1962) .

v, Information Reception Skills (Listening)

Definiticn: Conscious effort to ¥$ep the mind wpon tne thoosht
in urder to heir and to direct stient ion to tae meaning or
import of the sound. WYhat insiehis was the speaker trying

to build? ‘

LldosTaom applical fon:

Fxercises which have pupils listen and search in an "avea"

in order to come back with some questions to which man

apparentiy does nnat have answers.

. Helping the pupil to ude the amcunt and avallability or
information or knowledge pertinent to the solution of the
problem. (Ventura County Schools, 1962)

. Giving pupils the opportynity :o ezpress their thinking

without fear of reproach, even if it:is on the problem alchough

aleng different lines than that wxpoected (could this bz onc ™~

reason puplls bav that they Ydild not hear the gquestion?')

21, TInformation Expression 3kills

a.

»5, the act beirg deterndaed
Wdeterumined by environmencal
55) -~

-

Definition: Anything a per=on dot
by the nature of the person and .o
factors. (Englisii and Euglish, 19

Classroom Application: —

des of expression.
cecethins T ip o3

. tnvironments which encourags 4 "ierent m
Provizion, for example, for o pH,IY ty e
manner in which he essentinily
spatiallv, gfaphically, verba]ly, ate, .

. There is one point at which an arbist can Vhe's excepc il
creativity, although novelty cun be shown ip bis act Form.
materials, technique, style, and/or mzpaer \{in which he anecerds
1oLy af s wessage Atee--0 e b . Ay

. Concvocting a class program for & =pecial audieace.

etine o 0
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. Providing activities whereby pupils can express themselyes
through projection, (Torrance, 1964) \

. \
4

22. Resourcefulness

a.

{

Definition: An aggregate of one's available property as skills, \
judgment, capacity for finding or adjusting means, power of ‘
achievement,

Classroom Application:

S

. The teacher could ask pupils to consider evidence and speculate

what could occur--without describing an actual solution--
being sure to evaluate the speculations before giving the
actual solution (successfulness of a solution ought to be
determined more by its plausibility than by its correctness).
(Ventura County Schools, 1962)

. Encourage the ideas which emanate accidentally from pupils'

thinking (enthusiasm is contagious).

. Assigning some open-end or continuum activities that span

the semester's work so that individual pupils can contribute
at any time during the semester's study.

. Creative individuals search for uniqueness through vocational

choice. (Torrance, 1964)

23. The Ability to Develop Absorbing Interests

a.

Definition: Giving a high level of selective attention to one
object with inattention to others so that the attention is
focused on engaging in an activity solely for the gratifications
of engaging therein (the object or activity can be valued

in and of itself).

Classroom Application: -’

-~ Pupils may under proper stimulus teach themselves a great

deal. A spirited quest for a significant idea may be wortﬁyf
more to the pupil than a routine assimilation of factual

lore (this implies that we ought to pay tribute to the distinc~
tion between wisdom and knowledge, as it is only the latter
that is vulnerable to obsolescence).

. Ability to focus, to become committed, to be involved to the

point of accepting responsibility.

. Providing opportunity for each pupil to exercise all the

general skills so he can be made aware of the nature of.each
skill. Having tried himself out on all of them, he can then
learn in which direction he is likely to develop most rapidly
and where his greatest ‘interests lie. (Guilford, 1960)

. Providing a file of enrichment activity suggestlons, a list

of sources of information to tell about each activity, a supply
drawer of manipulative materials suitable to complete the activity
(curious people are never idle).

-




. Pupils need to be able to sustain intensiye effort, to
experience the feeling of mastery, of straining closure on
. longer and more complex problems,

24, Sensitivity to Problems

a. Definition: 'Persons who are able to reccgnize problems are
more apt to work on them, and if they do, are the more apt
to discover solutions., (Guilford, 1963)

b. Classroom Application: >

. Approaches which help individual pupils to increase their
flow of ideas through such experiences as listing things

~under topic headings like ''what would happen if ..." or
"what would it be 1like if ..."

. Teaching skills of avoiding peer 'sanction. >

. Creating "thorns in the flesh."

. Noticing something wrong or in need of improvement (defects,
deficiencies, errors) as well as the observation of the in-
adequacy of solutions keeps the.creative thinker at work on
his problem. (Guflford, 1963)

. Encouraging constructive criticism as "what can I add" or
"what is here that is good that I can build on," tape ,
recording pupil work, then playing back for analysis and
reaction. (Torrance, 1960)

. Helping pupils to test their perceptions against reality and

' to trust their own perceptions of reality. '

. Avoiding over-use of the analytical attitude for problem .
solving, as analysis tends to 8isassemble, and by this very
separation process, attributes which pertain to the whole pheno-
menon may be destroyed or may fail to emerge in the first instance.

25. Tne Ability to Develop Insights in Ambiguous Areas

a. Definition: Process by which the meaning, significance, pattern
or use of an object or situation becomes clear through reasonable
understanding and evaluation of one's own mental processes, re-
actions, abilities, and self-knowledge. :

<

b. Classroom Application:

. Helping pupils live successfully through the consequences
of learning by experience possible strong tendencies in others
to close their minds to new ideas or to react with hostility
toward the ideas or toward their originator. .

. Emphasizing a vertical organization (subject matter lies on a
continuum and/or spfral from concrete to abstract) as well

. as a horizontal base of simple skills reinforcement. (Ventura

County Schools, 1962) . ’

+» Avoiding immediate censure of sincere questioning of the
text and/or the teacher. (Torrance, 1963)
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26. General Assessment and Evaluation of the Creatiye Process

a. Definition: Determining the relatiye importance of some-
thing in terms of a standard, value, or measurement of attain-
ment of a goal; this usually includes a study of the relative
effectiveness of regulated conditions in furthering or hindering
attainmen:. (English and English, 1962) .

-

Classroom Application: ‘

. Activities which remind studenis that

—-All individuals have creative abilities but not all in the
same area. :
—--Learning a new technique is probably needed when a pupil is

blocked in thé solution of a problem.

- Evaluation implies a well-considered set of values, not just
reaction. ~

- Not being satisfied with things as they are 15 a matter of
evaluation.

. Pupils should be taught to apply standards and to accomplish
good judgment concerning creative products, but they should
also learn to apply critical thinking after the production
rather than hzfore it begins. .

. Supplemer.t a grasp of basic factual information by using a
large number of objective-type tests as routine checks, '

essay examinations with open-end questions, and oral inquiries/

into student progress. .
- Evaluation comes into the picture in determining whether or
not the produced information fits the search model. Relaxed
evaluation would permit a broddening of the base of the search,
whereas an evaluative attitude with some degree of strictness
should narrow the search. In doing so, however, it may lead
more efficiently to good answers. This should depend upon the
clarity and accuracy of the search model, . . . Evaluation
incident to an overly strong desire for a quick solution would
also be handicapping . . . Hyman has found that a general
critical attitude can have rather broad transfer effects in
solving problems. (Guilford, 1962) o

~

Principles feor rewarding creative thinking

. Treating questions with respect

- Treating imaginative, unusual ideas with respect

. Showing pupils that their ideas have value

. Giving opportunities for practice or experimentation without
evaluation '

- Encouraging and evaluating self-initiated learning

. Tying in evaluation with causes and consequences., (Torrance, -
1960)
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PROSPECTUS

DATA

Diagnosing and Assessing the Teaching Act

An Approach to Supervis%on and Evaluation
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Introduction

|
|
%
i
This prospectus has been developed as an introduction, to the DATA program .
for school administrators and teachers. As an introduction, the prospectus is ]
incomplete and sketchy. No attempt has been made to explain in detail the
complex set of skills, knowledge and attitudes that are involved in the
implementation of this brogram. Following the introduction is a rough model of

an evaluation instrument, developed for those whose supervision philosophy is

consistent with the DATA program.

The program and the categories of teaching competency represent the
thinking of over 200 teachers and administrators. We recognize the inherent r
danger of listing any set of instructiéna] competencies and suggesting they be
‘ considered "basic" to an evaluation instrument. While this 1ist may be un-
acceptable, we believe that each faculty should develop a total supervision

program which is consistent with the thinking of its school.

7

The authors are indebted to Dr. Abraham Fischler, Nora University, and
Dr. Morris Cogen of the Harvard-iewton Schools for the basic concepts and

procedures of clinical supervision which underlie ‘the program.
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DATA
-- Diagnosing and Assessing the Teaching Act --

The DATA program is designed to objectively analyze the behavior of clgss—
room activities, With the intention.of assisting the teacher toward more |
effectfve instructional techniques. The need for such a program has been demon-
strated by the profession in its search for a clear definition of teacher com-
petency and by the general public in its insistence through legislative enactment
that teachers must be evaluated by reference to "eyidence." The éind of evi-
dence which satisfies the intent of the legislation must be defined in terms
of professional competence. This has led a number of researchers to find more
useable devices to explicate the teaching act in a way that produces reliable,
reproducible information.

DATA involves a set of procedures which can be quickly mastered and readily
understood by most members of the profession, and at the same time, generate
useable information for teaching improvement and the evaluation of teaching com-
petenqy.

As the acronym DATA suggests, the teaching act is first diagnosed through

4

-observation, and then assessed through analysis of the instructional pattern.

While classroom behavior is not the sum total of teacher effectiveness, neither
should the competence of teachers be assessed without direct reference to those
actions which occur in the classroom.

In summary, DATA is a pfogram which is continuous, sequential, cyclic, and
behavior-oriented. It attempts to record for analysis the observable behavior in
the classroom, and leaves for other methods and techniques the analysis of those
aspects of the teach{ng role which includes curriculum planning, interpersonal

relationships, the inclusion of valid subject matter, the impact of personal

1 See for example, Education Code 13403-13449,

4
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characteristics upon total effectiveness, and other elements of teacher com- 1
petency which are important to total. effectiveness, but not directly observable !
in the teaching act. ]

With the continued use of DATA techniques, however, many of these aspects

can become topics of discussion with, and self-analysis by the teacher. As the
teaching act itself is dissected and reconstructed, all parts of the complex

teacher role may become involved.

Basic Assumptions of the DATA Program

As has beén suggested, DATA is desigred to more rationally and effectively
modify instructional procedures toward clearly defined goals. Inherent in the
development of this particular prograﬁ are a set of assumptions. Before pro-
ceeding with a description of the proéram, these assumptions are listed for
critical analysis by the reader.

Assumption I: Teaching is a set of identifiable patterns of behavior. We

believe the research on human behavior supports the contention that human behavior
can be'categorized, and that teaching is one specialized type of human behavior.
Further, we would support the notion that as a category of human behavior,
touching behavior itself can be observed, categorized,and analyzed. Without such
a position, 'we believe any supervisory program would be doomed to failure, or
reduced to descriptions of personality characterists and subjective impression

of thé classroom "happening."

Assumption II: When selected égﬁterns of "teaching behavior are chqugd,

the improvement of instruction can be achieved.

T
Much research is presently directed toward the critical analysis of the i

teaching act.2 Whereas few researchers have defined specific behavior as essen-

2 see Bruce V. Biddle. Contemporary Research in Teacher Effectiveness. (etc.)
As an example.




" tial to effective teaching, they have described many as being associated with

effective learning. Further, the position taken in the DATA program is that

any significant change in the complex of effective teaching behaviors will more
likely occur if specific behaviors are iso]éted for study . 1In this manner, the
teacher can focus on one element in his teaching, rather than the whole set.

Assumption III. The improvement of instruction is the pgj@grg_gbal of

supervision.

As a supervision procéss, the DATA program is designed to provide a vehicle
for the improvement of instruction. Systems designed primarily to evaluate,
unless the eva]uaf?on ig limited to self-evaluation, have been all too typical
of supervision in education past. Our proposal emphasizes teacher-supervisor
interaction ip order to more effectively and efficiently achieve pre-determined
educational objectives. The evaluation of this program is only a spin-out of
the DATA program and is secondary to the primary purpose.

Program Phases

DATA can be sequentially divided into four major phases. A brief descrip-
tion of each phase is given in the following material.

Phase I: Observation and Recording.

During this phase, the classroom behavior of both teacher and students is
observed and recorded. The recorder, whether supervisdr, administrator, or \
fellow teacher, produces a record of the verbal and physical behavior occurring
in the classroom. With training, increasing amounts of behavior can be thus
.rebp?ded, although with pre-planring, only certain parts of the total act may
receive attention. The purpose here is to reduce to a written record as much of
the teaching-learning act as is possible, leaving the analysis of this record

for later.

Phase II: Reconstruction and Dissection.

In order for the teacher and the observer to systematically analyze the
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_behavior that has occurred, they must first come to an agreement about the

cbntent of the classroom encounter. The reconstruction of the lesson attempts
to accomplishment this requirement through synthesis. Pertinent sections of the
teaching act are verbally recalled by the teacher, while the observer adds
forgotten data from the record. 'In this manner, the resulting re-synthesized

Tesson will more nearly represent the teaching behavior that actually occurred,

. rather than either the observer's or teacher's opinion of the encounter.

The dissection involves the identification of regularly occuring "patterns"
in the teaching act. Patterns are verbal or physical behavioral habits uged by
the teacher, (teacher patterns), or the students, (student patterns). They may
be positive, negative, or neutral patterns, i.e., they may support or inhibit
the purposes of the lesson or have no apparent effect on the lesson. Prior to
the determination of value, however, the patterns must be defined and’ supported
by evidence from the written, reconstructed lesson. The following page is a
form used to summarize those verbal or physicdl patterns of either the student or
the teacher which can be supported by the gathered data. Note that other infor-
mation included on this summary sheet are the names, dates, times, comments or

suggestions discussed and the instructional objectives.

Phase II1I: Pattern Assessment and Planning.

Only at this point is there a conscious, subjective assessment of the
obser?ed behavior. Now the teacher and student patterns are evaluated in terms
of the purposes of the lesson. These purposes, or instructional objectives can
be internally assessed as to validity, appropriateness, or consistency, while
the effectiveness of the patterns can only be evaluated by references to these
objectives, or to relevant research in learning or educational theroy. The
significant point is that the patterns have no inherent value, but only take on

value as they are matched with the teaching purposes.
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The next phase of the process is change through cooperative planning.
The teacher and the observer together plan potentig]]y more effective teaching
behavior, focusing upon the pattern (or patterns) which are agreed to be most
critical in éhe achievement of the desired ‘objectives. When the plans have been

developed, the observer and teacher agree upon the necessary evidence to bhe .

i
i

gathered in the next observation, and the process is recycled.

Phase IV: Teaching Evaluation.

The data gathered during the classroom visitation is basic to the final
assessment of teaching in the teaching act. It is important that throughout
the several phases of the DATA program the emphasis is on the observed behavior
patterns of the teacher and the students. Vaiue judgments have been limited to
the decision of whether the defined béhavior patterns support the instructional
objectives.

System of evaluation. In the evaluation phase, the teacher and the observer are

concerned with how often the behavior patterns exhibited by the teacher and the
students support instructional purposes. In other words, the concern is with
frequency and not with relative value. An evaluation instrument is needed which
is consistent with the DATA program. Guidelines for the development of such an
instrument are as follows:

1. The specific and important teaching behaviors must be identified
by the teaching faculty.

a. These behaviors must then be categorized into those for
which objective data can be obtained and those for which a
subjective statement may be developed.

2. The administrator's role is to provide procedural guidance in the
development of the evaluation instrument.

a. The legal aspects, including policy and legislated limita-
tions, are specific areas where the administrator should
provide guidance.
3. The elements of the evaluation instrument should include the following:

a. Those factors which can be supported by objective data and placed
on a frequency continue.
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' b. Those specific teacher and supervisor responsibilities asso-
‘ ciated with the teaching behaviros included.

c. Those factors which are supported only by subjective statements.

4. The evaluation instrument (if to be used for the improvement of
instruction) must be distributed to all ‘teachers prior to the beginning
of the school year.

5. The formal evaluation conference will make use of the observation
records and the data supplied by the teacher.

4
|
The guide]ine§ suggest that a band or continum be used for recording the
frequency of the behavior patterns that have been observed. It is expected that .
the observer and the teacher using the recorded evidence would be generally in
agreement about how often the patterns have occurred. Because the frequency is
( expressed on-a cohtinum putting a check on a finite point is not critical. A
band describing the difference between the observer's judgment and the teacher's
judgment of frequency ﬁight be.appropriate and valuable. Howevér, it must be
emphasiied that the check is an approximation based on the data extrapolated from
‘ the observation material.

' If the observer puts a check mark on the band the teacher uses some other

mark such as an X, the discrepancy between the two is easy to identify. For

example:
EERRERRRENERRINERN
Always ) Freequently Sometimes Never

The use of a band on the continum helps to redugé‘the subjective error and
at the same time allow for a meeting of the minds between the teacher and the
/obserQer. If there is a wide discrepancy between the observer and the teacher
it may be necessary to spend a good deal more time in observing and assessing

this teacher's work in order to reduce the discrepancy.
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Areas of evaluation.

‘ TJhe guidelines for the development of an evaluation instrument point out

o

that the important teaching behaviors for any particular level, area, school or

district must be identified by the teaching faculty. Several hundred educators ‘
have, while using the DATA-program, identified‘aspects of the teaching act which
they feel to be most important. An evaluation instrument has been developed
which incorporates the thinking of thege teachers and administrators.
The responsibilities of teachér and sdperyisor'(observer) are given with
each category. It is possible to gather some objective data about the first
seven categories. The remaining areas to be considered lend themselves to sub-
Jjective assessment. It must Be emphasized that the categories or areas to be
assessed are simply examplés. Each school faculty should come to an agreement
-about which aspects of the teaching act are most important to them and which

need to be assessed. .

‘ Sample Evaluation Insfrument

.

I. Instructional Objectives

A. The instructional objectives are stated in reference to the charac-
teristics and needs of the class. '

L I O B B AR R

Always Frequently Sometimes Never
Teacher responsibility

Prepare written objectives which are necessary--for teaching the class.

Supervisor responsibility

Identify and discuss objectives in post-observation conference.

I1. Teacher-Student Interaction

A. Classroom operations include the opportunity for students to 1nteract
with each other and with the teacher.

T 7 T T 7 T T *IH'

ﬁ]ways ., Frequently Sometimes Never
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VI.

VII.

-VIII.

Sunervisor Responsibility

z
.. <

To record data regarding the content discussed or used and present to the
teacher for the post-observation confgrence.
Management and Control of Students

A. The students' behavior is supportive of the instructional objective.

|‘|H|-"'\\x,x;\|r\\\u‘l'
Always Frequently Sometimes Mever

Teacheﬁ responsibility

Provide data regarding the development and use of pre-determined management
procedures.

Supervisor responéibi]i;y

Observe and record behavior of students in the classroom and to discuss

the observation with the teacher.

Instruction Methodo]ogy i ’

A. The teacher implements instructional methods which support the attain-
ment of his objectives. :

T 1T T T 7 T 1T iT \*I'I\HIT

AIWays Frequentiy Sometimes lever

Teacher respons1b1]14y

Develop a plan which describes the variety of instructional methods used
to attain the instructional objectives.

<

Supervisor responsibility

LY

Observe and record the instructional methods used.
Other Possible Areas to be-Considered

A. The items listed below are \uggested as 'important teaching variables
but for which objective evid nce is, very difficult to obtain. There-
fore, subjective statements may be deve]oped and included in the evalua- -
tion instrument if considered vital by district teachers and adminis-
trators. .

1. The personal qualities of the teacher.
2. The enthusiasm of the teacher.

3. The amount or type of rapport between the teacher and the stndents.

4.- The total environment of the classroom.

e




. items presented by the tgachef. In either case, the two parties should be able

~ data to support the placement of the mark on the continuum.

In addition to the classroom observatons the school district may very

|
i
|
Tikely want to include other areas in the evaluation instrument. It is strongly J
‘recommended that once these areas are identified they are treated in the same i

|

s .
manner as those described in the DATA program. Evidence or data should be
gathered and then assessed in terms of frequency and not in terms of relative

value.  For example, a district may be concerned about the teacher-comnunity

re]ationhips. If this is an area for assessment, the teacher could sumbit (prior

<

‘to ghe formal evaluation meeting) a summary of.his activities which suﬁport the
school in the community. The administrator could, with teacher approval, add

to the summary as submitied i develop a separate statement if he had to question

to reach some general agreement about the frequency of supportive behqvior.in this

area. This could be represented on the evaluation instrument in the following
manner:

Teacher-Community Relationships
The teacher takes part in community activities which help to strengthen
the position of the school in the community.

Illl\l\(1l\\lfll

Always Frequently © Sometimes Never
Each school district should decide about the kinds of out-of-class areas

which they wish to include in the total evaluation instrument. A1l of the selected *
areas should be viewed in terms of the frequency of the hehavior patterns as

they pertain to each area. An area should be checked only when there is written

The system of teaching evaluation within the DATA program is based upon evi-
dence generated by the observations and records. While several suggestions have

been offered, the final structure is an intra-district responsibility. Assump-

tions about the evaluation of teaching as reflected in the DATA program include:




1. An effective program of teaching evaluation extends from recruitment
to ret1rement

2. The role of the teacher in the educat1ona1 institution is complex and
* multi-dimensional.

W

The teach1ng encounter in the classroom is a, primary element in the-
’ overall role of the teacher.

4. Techniques of teaching evaluation must encouragehdiversity in teaching
behavior.

5. Summarized multiple observations of behavior tend toward greater )
reliability of actual behavior. ‘

6.. Records of actual behavior are basic data, and support the -summaries of
observations.

7. Techniques by which the effectiveness of teaching behavior is assessed
must be adapted to the characteristics, needs, and organizational
structure of an individual district.

8. The occurring frequency of patterns which are defined and delimited by
teacher and administrator groupsas most pertinent, provide a more
objective evaluation of effectiveness.

‘ If cumulative teaching strengths and weaknesses are identified by a district,

and action is takén to change and improve its educational program, the DATA pro-

_gram will have achieved its purposes.
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Teacher: , Date:

Evaluator:

Appraisal by others and/or by one's self can be a satisfying and pro
and the evaluator. It is nothing to fear or avoid but should be a good e
seen in the proper light. To see one's self as he is requires genuine ho
attitudes.

A big step toward improvement and growth through appraisal is accept
interests and recognizing these areas of strength. It is just as importa
Timitations in a good self-appraisal and to seek help in overcoming these

A teacher, as a professional person, should be willing to accept the
instructor. Good qualities must be strengthened; limitations must be ove
good teacher must be studied carefully, and after a plan is decided upon,
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TEACHER PERFORMANCE ASSESSMENT RATING"

Date:

self can be a satisfying and profitable experience for both the teacher
b or avoid but should be a good evaluation where all characteristics are
elf as he is requires genuine honesty and generally good wholesome

‘
!

owth through appraisal is accepting one's various talents, abilities,
strength. It is just as important to be able to identify one's own
to seek help in overcoming these limitations.

should be willing to accept the challenge of improving as a classroom .
gthened; limitations must be overcome. One's problems in becoming a
nd after a plan is decided upon, followed resolutely.
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The teacher must evaluste himself and his students i1 instruction is
be evaluated in light of established goals.

In order to evaluate the instruction and the eftectiveness of a tea
to measure those activities that directly involve the teacher with the pu

This instiument focuses attention on certain atiributes of good tea
ment 1s to improve performance. 1t is intended to be used boih by the t
authors have, under strategies, attempted *o include as many points of g
strategies, su.h as divergent, convergent, cogn:i:ve, inquiry, discussion
the over-all assessment under strategies, It is tully realized that impr
as the insirument is experimented with by teachers and evalusiors. '

The following steps are suggesied for optimum results when this ins
teacher and evaluator or evaluators,

I. All teachers must be made aware of the over-ail purpose of evalu
the terms used in this assessment. These wil! be discussed in t
which 1ime the framework will be established.

<

2. Certain areas may not be appiicable to every teaching situaticn
the compietion oi this instrument musi be made onty after a leng
least two weeks oi observation by the evaiuator). The teacher s
ment basing hic responses on his actual performarce as he honest

5. The ieacher and the evaluator must agree o discuss and compare
vied 1o planning and 1mproving ihcse areas nvolving more than

4  The evaluator (principal) will foiicw-up the assesement during 1
evaluate the areas celected {ur rmgrovement by ¢

he teacher and e




and his students 1t instruction is 10 improve. The student should

als.

1on and the efrectiveness ot a teacher, this rnstrument will be used

iy involve the feacher with the pups!s|

on certain attributes of good teaching. The purpose of ihis itnstiu-

intended to be uwed both by the teacher and the evaiuator. The

ed to incluge as many po.nts <f good teaching as possible. The basic
nt, cognii:ve, inquiry, discussion, groups, etc., are represented in
S, It 15 fuliy vealized that «mprovement: witi be made i1n the tuture

by teacherc and evaluaiors.

for optimum resuits when th,< instrument oi evaluation 1s used by

re of the over-ail purpose of evaiuation and made tam:iiar with
ent. These wii! be discussed in the pre-pianning sessiony at
be estabtished.

icable To every teaching situat.un 2t o1l times and there.cre

ient must be made only atter a ‘engthy observation time (&t
by the evatuator). The teather chou'd complete ithe asiess-
i actual performarce as be honestly views i+,

mustT agree Ie d.scuss and compars boih appraisais with a
1hcse sreas 1nvolving more than the minmum cating ¢t 4.

swement during the iollowing monthe 72

b foilow=up the asses
the 1eacher and esaluvator piaac.pais

¥ amprovement by
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9. The teacher should refer to this appraisal instrument frequent ly

|
|
|

i
|
|

guidance either from a resource person capable of such, through 1

with colleagues and principal.

6. The teacher must realize that the evaluator (principal as a rule
reference and the teacher retains his copy - both shou!ld be sign
the evaluator. )

Teachers should feel free to suggest improvements in the procedure o
It is the intent of the authors that these will be reviewed at the end of
; made where necessary and desirable. )
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S appraisal instrument frequently during the year and seek
person capable of such, through reading or discussion

e evaluator (principal as a rule) retains his copy tor
ns his copy - both should be sigr i by the teacher and

t improvements in the procedure of use or ot the instrument itself.
se will ke reviewed at the end of a one-year trial and adjustments
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(a)

(b)

4b . ‘

Behavional 0bjectives:

These objectives showld be cleanly defingd v as to provide a concrete guide in the selecti
and plan “ing of Leamning expeniences. Behavioral Objectives must be defined in onden o m
an evaluation since unfesd thene {8 scme clean conception.of the scat of behavion implied b
the objectives, one has no way rf telling what kind of behavion to Look §or an the students
n cnden to see tn what degree these vhjectived are being nealized. The sdituations which

give the student the chance to express the behavain that s wplied by the educational cbje
tives must be identifced. \

'

Instructional 0bjectives:

]

The pwiprse of ~nstwcte. nal objectives 5 te make cleak to teachers, students, and othen )
(ntanested perndons what <1 4s that needs o be taught on what 4t 45 that has been taught.
A well-wnitten instructicnal objective should say thrnee thangs: (1) what +t {4 that a stud
who has mastered the objective will be able to do; (2) under what conditions he will be ablq
Zo+do it; and (3) to what extent he wilt be able to do {t. 1In swmary: perfomance - con-|
ditions - extent. (From Sthategies and Tactics in Secondary Education, Leonard H. CRarke.)




|
\ |

5 . i
” - \ ‘
' INDICATIONS OF QUAL 'Tvy INSTRUCT'ON ‘
’ \‘\\ J
N (
1. INSTRUCTIONAL OBJECTIVES r 2 30 \
. . \
{a) Behavioral Objectives fon Both Long- and shont-nange cbyec- Shght-nang
each subjoct area of «nstrnuc-  tives have been wactten «Llustrating  week, on m
teonal nresponsability have cuteron performance, sample’team
been formulated tests «tems, and snstnucticnal pro-
. CQdUﬂ.U .“\
] , 2 3
b} Instauctiunal 0bjectives Objectives arne wriitten «n teums 0bjectives
are clearly defined of observable siudent behaviun 04 behaveo
1LRus tratung crutewon penﬁom . ot an te
mance .
i ! .2 3
[el  Students are aware .of Evidence of goals to be awmed Goals and
obgectuives on goals. gorn 18 clearly provided «n ed verball
N } wrting, orn cane fully worded question,
verbally. ‘ tos neady
. I 2 3
. (d)  Materials and A. “{vities Are nelevant §on obgectives «n Ane nefeva
mend and fon type vf students net tu atu
anvolved.
! ' 2 3
(el TInstructional Objectives Student beha.ron 4n seuvenal Student be
ALLus thate student be- domains and cn vawous Levels ane domasn
haveon in the domains and 48 1LLustrated 4n the objec- ing 18 4L
on various Levels, ves.. tives.
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DICATIONS Of QUAL!TY INSTRUCT'ON -

2

hoat-nange cbyec-
witten « Llustrhatong
ance, sample temm
wnstructenal pro-

2

i tten «n tenms
udent behavion
euon perfon-

2

to be aumed
rovided - 4n
gully worded

e

objectives n
e vf students

?

in sevenalk

arnious Levels

n the objec-
'

4

Shont-nangye objectives iday
week, on month) have been witten

4

Objectives are wnitten wn tenms
of behavion but activities arne
not an teams of Learnen

4

Goals and objectives are explain
ed venbally only - students
question, doubt, and don'zt appean

" tas neady to wonk.

4.

Ane nefevant to objectives but
not to AtudenIA._

4
Student behavior 4n mere than -

» one domacn and Level ¢f Learn-

ang 44 (LLustrated in the objzc-
tives.

-

No behavichal objec-
teves have been
genmulated

6

7

Objectives are genenal,

vague and nut deganed
an teams of behaveon.

6

No specifac egffont 14
made tc have students
know what the guals
and objectiver ane

6

No nelevancy betzen
objectives, materqals,
ond actoveties fon
majorrty uf students.

é

Opportuns 1ees mussed
§on setfting student
behavion «n mone than
one demasn on on mone
than one Level.

276
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(4)

o

Ina thuetoeonal 0bjectives
4 LLus tnate 4tudent be-
hayton an the cugna tave

;;aﬁagn

Inatructaonal Obgectanes

Llus thate atudent behavion”

wn the aggec tave demacn

Ins truciconal 0bjectives
1Lus trate student behavicn
an the paychemoton doman

6

tNDICATIONS OF QUAL TY sNSTRUCT1ON

j
1
|
1
|

! 2

Objectives arne wnitten an feams”
tf observable student behaviva
at the evaluative Level, encem
passang all previius Cevels ¢f
the cogniteve duman haerarchy
weth theq sub categnnies. ¢

! ?

Objectives ane wriiten an ternms
v§ observable student behavicn
at the osrngandt cataun Level, encem
passang all previous Levels of

the afgecteve domaen with alt
1158 sub categonces,

i 2

Objectives are wnetten 4n terms
vf observable student behavion
ancluding a complex of samulta-
neous skifLs at varnied degnrees
of difgiculty

3

0bjectives
06 obsenv
at the app
paising

the ¢.gna
4ub catego

" The agge

of observ
Lneludeng
at varnied




6

o

iCATIONS OF QUAL TY sNSTRUCTON

2

Atten an teams
dent.behavica

level, c¢veem
cus levels of
an haenarchy

dent tehavicn
o Level, encem
ous Levels ¢f
(h weth atk

dent behavior
ex of sumulia-
varied degrees

3

4

Objectivea arne wniiten an Lenms
vh obsencable student Lehavion
at the applucatavn Level encem
paraang all preveous Levelr of
the ¢. gnitive domain weth thean
sub categoraes

4

Objectives ane wriatten n tenmb
0§ vbsenvable student bechavion
at the neopendong Level, encem
passang all previous P_eve& v
The aggecteve domain w/,th all
«Ls sub categosens.

4

Objectives are wutten 4n tems
¢§ obsenvable student behavion
including more than wo sk £2s

at varied degnrees of deffeculty.

6 7

Objecteves are wuiten
an tenms of cbaenvable
student behavai:1 at the
knowledge Level wath all
L2 sub categuniee

b 7
Objecteves are wu tten
an tenms ¢f obrenvabfe
szudent behavecn at the
neceavang Level weth all
41s aub categonaes

6 7

0bjectives ane wutiten

in tenms of observable
otudent behavion including
only cne skills.
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6b |
Explanations !
N |
(b) Facilitation is used here. This is an opening strategy in orndern to
direction.

Higher Levels - nefens to cognitive domain grom comprehension to eva
(recall) onty.

(d) Facilitation is used here in onder to have students explone within
objectives.

i
|
1
l
ﬁ




an opening strategy in ondenr to stimulate the student toward self-

domain grom comprehension to evaluative. Lower refens £o memory

0 have students explone within the realm of the tedchen-established

Q ' 260
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17,

STRATEGIES

td

Teachang Strategies

-

The toachen asks a cardetu
vf questiony that encounage
wede pesscbcletoes of

th rught and that ane buclt
atcund vanging Cevels o
the cognctive dematn

The teachen presents anfun
matien by askang queations
that arne buclit upon pupdl
nespenses Lo prevdous ques-
Lions and by anterjectang
new wngormataon an the
counse vf the duscussion

The Zeacher guwtdes ques
toning toward obgectives
of the Lesson.

IND'CAT'ONS OF QUAL :TY INSTRUCTION

! )

Strategy planned-4s appropriate and
practeeal 4n wew 0f vbjectives and
students anvolved

' ¢
Asks questicns stimulating ne

spunse grom haghen Levels g zhe
cugmitave domad v

1 2

ALL anfenmation presented s based
upon pupml's nespcenses . previcus
questions .

I ?

Questiunang 4s gutded and pun
prsegul. Students ane encounr-
aged to thank and explone

281
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Staategy n
10 vbjecte
\'L‘t\/e de

Aske quea
sdpunses fa
v§ the cog

Halg o4 th
sented agt
Lo questao

arne nol




7

CATIONS OF QUAL:Ty *NSTRUL!ION

apphepate and
0§ vbjyectives and
Z

mulat«ng ne
Level: g the

2

caented 1o basred
naes L. previoud

Z

ded and pur-
ane: encoun-
explone

4

Strategy not completely nelative
10 bjyectaves and students 4n-

ve fved
4

Aske queations «lixiang ne
spunees gaiom mere than one Level

vf the cugnatave domacn

4

Halg «§ the anfeamatoor 14 phe-
sented aften atudent nezponaes

Lo queataomm

4

Quest .nang «s gurded, but students
are nol allewed 10 explone.

5

5

6 7

Strategy not appropriate

6 7

AsRa nanaw guerlaind
elaeatang nespovses grom
onby one Level of the
cugntrve dumaan

memony -

) 7
Nu angonmaten 12 pre

sevted bascd vn rtudent
nesponses Lty questaone

6 7
Ques tronang s ungudded
and nandom
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Explanations
el Studentr e enlouncged 1o ¢
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(ej

(4

(h)

(<)

Elieated student nesponses
and Zteachen questioning.

Teachen acceptance «f
& tudent nespunses

Teachen acceptance uf student
attacks on problems {n con-
vehgent, divengent, and
evaluative approach.

A varniety of assignments a
made to indcveduals and to
small groups,

Pupil parnticipation <4
acteve, chatlenging, and

purposegul to each ind{vidual.

8

4
| .2 3 |
Student questioning Ls sampleng Student q
and very helpful +n guiding the an sanpli
pupils Towand goals  ALL students

are Lnvolved and encvunaged to
contribute to nesponses

1 2 3

Pup<2's «deas ane treated as having Pupel's du
value, unusual questions and divense  «deas are

contubuteons are recognized and as 44 then

accepted and pracsed -« enciurage- saden the

ment <4 geven to pupdds tu pursue cvddent v

and explure further very Lttl

* S 10 pupils

1 ' -2 . 3

Students are encouraged to purnsue Studen.ts

any attack on -any problLem paritcculan
cuggested

I 2 3

Assignments ore made to ndlvaduasds Identscal

and small groups nelative to goals to all of

set. sionally.

1 2 3

ALL pupils participate actively Pup<Ls p

with purposes that challenge their PUAPOS RS

difgenent abiletees.
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NDICATIONS OF QUALITY INSTRUCTION

2 3 4
pning L8 sampling Student questronang 16 Lamited
Ll n guiding the 4 sampling.

poals  ALL students

pd ercounaged 2o

Lespuns es ‘

2 . ‘ 3 4

pre trheated as having ™ Pupil's deverde contuebutocns,
questions and divense  adeas are passed vvern qud chly

e necugiezed and as p thene 45 nu tume t. con

Jacsed - enciurage - saden them because there o ne

bu pupels e pursue ewddent value to the teachen -

L then , very Cttle cncwunagement goven
0 pupids to explone furthen.

2 3 4
beournaged o puraue . Students are encournaged to use a
pny problem particularn €wne of attack as

cuggestfed by the teachen

2 3 g
b made to ndividuals Identical asrcgnmeats axe given
b6 nefative to gonls to all of the class vnly ocea-
seonally
2 3 ‘ 4
Loeipate actovely Pupt£s participate actively with

that challenge thein purposes that challenge mest.
[ ties ,

6 7

Student nesponses are 4in
nu way encouraged and the
teachen andwens the
dtudent vnly to get on
weth the topic

6 . 7

N+ necognataon given 2o
deverae adeas, contribi-
teons, an gact adeas ane
put down as beang «a-
nelevant to topac  no
encoragement Lo pursue
wdeas gurther

6 7

Students are not gaven
the greedom of method
an attacking problem

b 7

ALEL puplfs ake given
cdentocal asaagiments

"mest of the fime.

6 7

Pup{ €s parnticipate
passively with puwrposes

that challenge only a gow.

286




ty

k)

L.

{m}

Teachex encounrages pupcfs to
butld on othen puptls' tdeas

by practicing neflection, and

sumnarezang be fune anten
jectung thean cwn «deas.

2

Teacher enceunages & tudent
dalogue

Studesits wurk ndependently
An ntra-class ghoupang,

Students are tnvolved in
planning Learning actaviiies
based.on the content vbjec-

tdves. |

Onganczation of activities
and materials 448 suctable
forn the objectives {n mind
and the type vf student
Lnvolved,

9

INDICATIONS OF QUAL1IY INSTRUCTION !

! 2

Pupals bucld on each othen's state-
ments, neflect and summarcze atate-

ments, and add personal §eelings.

! 2

ALL students talk to each othen,
yucetion each vthea, comment un
sdatements, summarncze «deaa, 1o
gLect «deas and geelings

] 2

Sz&dena werk 4n amatl groupe
weth Lettle danectivn fon pro
Longed pertods of tume

I Z
ALL pupils are actvely anvelved
an short and Leng nange planning

! 2

ALL of the activities and matentals
factlelate Learning «n the direction

o the objectives,

28

Pupa s mak
statements |
comment.

Half the &
maLze, he
Angs.

Students

planning.

objectives




DICATIONS OF QUALETY tNSTRUCTION

2

to each othen,
hen, comment on
aneze cdeqs, 10,
“geelangs .

2

Amall gnoupe
clwn 01 prv
§ tume

Z

etavely tnvelued
g nange planning

2

each othen's state-
d summarnize state-

LLees and matencals
ng an the deaection

4

Pupa £s make brcef summarces of

sdtatements wi thuut pensonal
comment - -»

v
4
Half the otudents question, swn

marcze, neglect «deas and feel-
ings.

d

Students work andependentty in
small groups fon shunt periods
o§ Lome

¢

Students ane occasaunally an-
volved «n shoat and Long hrange
planning .

4

Half 0§ the activities and the
muterials are suitable fun the

objectives and the andividual.

0

6 7

Discussaon 48 Limeted
to nesponses gaven
dinectly to the teacher

¢ b ) 7.

" Student teachen dia-
Lugue unly J.
“ b 7

Studentr work «n amall
on Lange groups unden
the denectiun of the
teachen at all times.

6 7

Students are permitted
Little ovn no opportunity
Lo plan actevetres.

6 7

None ¢f the act.vities
ane suitable §oa the
objectives on type of
Leataen anvolved.
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Explanations

Ote

(o)

(p)

The creative opportunity s one that promotes the growth of the au,to1'

-Suggicient and independent in judgment.

Group Activity: _ : %

- Seating facilitates interaction. ]

- Objectives and purpcies of the teacher are to cultivate and facili
ddea exchange and shared probLem so0Luing. .

- The group shares in decision-making.

There 18 pupil-pupil communicaticn as well as teacher-pupil co
The group itself nesolves any conflicts.

* Pupils share the Leadenship nole with the teachex.

Group goals ane set and agreed upon by all membexs of the group.
Evaluation of ghoup attainments is a function of the group rather
The teacher's nole is that of a membern of the group rather than a

Five divisions of group growth should be utilized in onder-to attain
are: (1) membership; (2) influence; (3) feelings; (4) individual di
as outlined in "Jung's Research Utilizing ProblLem Solving Process”,

The seminan system should be the format of the group.



9b

motes the gwﬂt of the autonomous Learner - one who is self-

/

er are to cultivate and gacilitate sccial shills, cooperation,
wing..

well as teacher-pupil communication.
ets.
the teacher.
by atl members of the group.

gunction of the group rather than the prerogative of the teachen.
en of the group rathen than a directon on superion.

be utilized in onden to attain success in this strategy. These
3) feelings; (4) individual differences; and (5} productivity,
tng ProbLem Solving Process”, page 16.

of the group.
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(o}

il

ini

Creatave opportunaty and
plannung ane part of the
program.

Teachen peamits oppe stunily
gk students oo gnoups of
students o aldi~ acts staes

Pupefs are encouraged to
share and discuss 1dear by
baeaking ante amall groups
and talkang.

When small grcugs nepont
back te a Lange ghoup the
teachen accepts and Aum
mandzes pupils' talk and
helps pupils clarify thear
contributions .

io

INDICATIONS OF QUALITY INSTRUCTION

1 2 3

Tume and wpportunity {8 allowed Zu
thank and discoven, play with «deas,
mancpulate sbyects, experiment with-
cut pressure to get "the answer" on
o get 4t "nght".

! 2 3

Teu hen and students neapect the
cpdnacns of each cthon and aguree
ments ane acached with m. congle .t
and host- L1y on the paat . § e«ther
/ “ "

! ?

ALL chaldren have an ypp.ntuncty
1¢ talk to each :thea, queation
cazk ofhen, comment upon state-
ments wf andividuals in the ‘group

| -

ALL studenis have an oppontunity
1¢ experrence small group and . ,
Lange group particapation weth

the teachen facilitating concept
develupment. '

;
{
¥

AL

~Ny

B
o
A

Ve~ 9

L -~
1. N
L

S
=
U 2

* Teachen and

Opportunidy
vaded to d
4deas, mang
ment usthig
answer" on

sal te nationd
congtact o
unres vlved

A fow pupe
Lo parntacd
based vn &
apteneaty,

. s - 3.

Studernts e




10

CATIONS OF QUALITY INSTRUCTION

2

y {8 allowed to

» play with Ldeas,

» experament wath-
"the -anawer" on

°

A nespect the
then and agnee
eth n., gongle.t
e part .§ e«lhen

2 MR ¢
on Spp.ntunsty
en, quertion
Jpoer state -
in the greup 5

n _oppontunity
€ grovp and
pation weth -
atung concept

3

4
Cpporntumity 4 occass nmally pro-
vaded 2o deacoven, play woth

o

- [ ment wethout prescune 2o get "the

2
5.

3

answen" vn tv get 4t "neght".

» @

4

. .
Teachen and Atudents duscaes
allenations gf activitaee bui |
conftact and desagreement ane
unnesvlved  1ea:he 1 dom- nates .

4

A gew puptls have an < pportunity

1o panticipate an disidsdc i
based on thean experiences and
nteneats . - -

. 4 :

' . o J
Students expentence small and |
Larnge gheup participaicon with
the teachen gacatitating ‘nceyi‘f,

deveLopment. »

5

5

“‘adeas, mancpulate objyects, experd *

L]

6 7
Nuv opportunity s pho-

. wded lon very seldom

to descoven, play weth
cdeasd, mancpulate - ub- -
jects, expersment with
out pressune ty get
"the nght answen" on -~
to get 11 "nught"
b "1

3 .
Teas hes nnd, students dc
nel discusd any altena
Iiene  f actoatovs as
Auggmz:egl by the cruginul

p(an - v « - 2

6 i
No chaldien pantacs ,.:at'e’
a Spontaneous dis uadion.

4

b 7

No students expertence
. dmall and Lange group
" panticdpation, '




(s) Variety of neference ~ . - *

maternial available. when
p)w.e/acal .

" cles, chants, Librany materials,

R
INDICATIONS OF QUALITY INSTRUCTION

1 2 3

A wide variety of teache/v—made and Regenence
phofessional matenials such as §ikm-  the texts
dthips, fikms, work sheets, games, but only i
magazines, newspapers, t)LanApa)Len-

Auppﬁementaﬂy texts, d,cc,twna)uu
atlases, encyc&oped,éab, and other
alds are available and made use
04 whenever the oppontunity pre-
sents itself.



{CATIONS OF QUALITY INSTRUCTION
2

: 3 4 5 ! 6 -
Zeachenr-made and Redérence materials othern than Refenence materials
(als such as §ilm-  the texts are used periodically other than the text
sheets, games, but cnly in a Rimited way. are used sparingly
s, thansparen- o1 'not at all on with-
. materials, out any relevancy at
, dictionaries, '

. ) all_to objfectives.
dias, and othen . - .




y 12 .
{

INDICAflONS OF QUALITY INSTRUCTION

I11. EVALUATTION

4
1
L
1
|
4
|
1

1 Z 3

(a) The teacher evaluates in tenms The teacher netains only the wonth-  The teach 1
0§ objectives and revises while aspects. ¢f instruetion and of <nsthu
systems of instruction as a uses neflective thinking to set ods, mat
hesult of the evaluation. new objféctives. goa&s in L

. previous 91
1 2 3 |

(b)  Pupils discuss thearn progress  ALL pupils freely discuss proghess More than
in terms of the objectives with the fteacher individually discuss p
set fon the Lesson, with the  where the teacher and Learner ex- with the t
teachen 4n a congerence. change and accept each other's ,

thought, feelings, and obéemua- 1
LLOM. : i
- . 1 2 3 |

(¢} The teachen gives children. ALL children have an opportunity Children n
tools and methods fon evalu-  to discuss achievement in terms back that
ating thein own effornts. 0§ the orntginal OijC/tLUQA set, responses,

and to re-define goals in Lf.glut 0§ goals.
‘ 0f theirn proghess.

. : ! 2 3

(d) Students evaluate thein own MosZ of the students evaluate Several &
proghess in Light of clealy  their omv progress and are able to own progh
dedined objectives, and are onganize efforts into nrelevant organize e
able %o onrganize thein activities, activities.

" “effonts into ne,f’.evant
act&v&t&eé.

o | " 295
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12 o | |

TIONS OF QUALITY "INSTRUCTIOI

3 | 4 5 6 7

|
only the worth- ;| The teacher uses the same aspects Systems of instruc- ‘
twetion and of <ndtruction, procedunes, wmcth- Lion are not revised ‘
)hing to set ods, materials, but re-defines in Light of evaluation.

goa& in chht 04 evaluation of
‘previous goals

. 3 4+ 5 3 7
8 CUss proghress More than half cof the students No pupils discuss pro-
Lividually duscuss proghess wndevidually ghess with the teachen
jd Learnen ex- with the Zeachen. Andividually .
jch other's '
Ind observa- . ' :

3 - 4 | 5 6 17
| opportunity Childnen heceive corrective feed- Teacher does not involve
Int in teums . back that Leads Zo monre appropriate 2he children in evalua-
letives set, nespondes, but not a ne-definition  tive procedures.
10s in Light 0§ goats. '

3 VA 5 6 7

evaluate ' Several students levaluate thein. No student evaluates
Ind are able to own phogneds and are abfe o his own proghess.
bo nelevant . organize e“om into relevant

activities.
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